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Abstract
The purpose of the study is to identify and measure the influence of school’s
organizational culture on the college-going mindset, attitudes, behaviors, and actions of
its student population. The research was conducted using a qualitative design. A grounded
theory methodology was employed to obtain a comprehensive view of the school culture
and how it fosters a college-going habitus for individual students and the organizational
culture. The data collection methodology used for this study was a focus group research
protocol. In total, 36 participants contributed during eight homogeneous group sessions:
administrators, teachers and counselors, alumni, and parent alumni via a video conference
interview format, using a semi-structured guided question process, to garner and share
their views, impressions, and ideas regarding their experiences with the school
community. The research study focused on school culture elements, school-based social
capital dynamics, and aspects of the college-linking process. There were three major
themes found in this study: Theme 1: identifying a clear mission to unify the goals of
YMCPA; Theme 2: providing tools and resources for postsecondary success; and Theme
3: building social cohesion through school culture. The core of the proposed theory
generated from this grounded theory study is termed “theory of cohesive school culture.”
Among all three overarching themes, cohesion in school culture remained a central theme
when referring to YMCPA’s organizational culture in relation to the college-going
mindset, attitudes, behaviors, and actions of its student population.
Keywords: cohesive school culture, college-linking, habitus, social capital
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CHAPTER I INTRODUCTION
Impact Statement
The failure of the American public-school system to provide an equitable
education for disadvantaged students of color has contributed to the inequality of social
mobility within the nation, especially for young men of color. In a report for the U.S.
Department of Education National Center for Education Statistics (NCES), McFarland et
al. (2018) described indistinguishable trends in the nation’s education system over 50
years ago. Coleman (1966) wrote a report mandated by the 1964 Civil Rights Act that
evidenced the disparity in educational access and achievement between children living in
disadvantaged minority neighborhoods compared with their peers in more advantaged
White neighborhoods. The disparate outcomes are evidenced by lower academic
achievements, a lag in high school graduation rates, and disproportionate suspension rates
for Black and Latino male students (Kena et al., 2015).
This new reality for America’s disadvantaged minority male students has
contributed to establishing a new construct in the U.S. public education system: the
school to prison pipeline. The school to prison pipeline paradigm is a national trend
where leaders funnel young men of color from public schools into the criminal justice
system. Men facing this barrier to educational opportunities face limits to accessing
college. In turn, men with such diminished access to college degrees face the incapability
of obtaining gainful employment and economic stability (Dancy, 2014). A college degree
is a major factor in social mobility because higher levels of educational attainment are a
conduit to higher incomes, active participation in the community, and overall life
satisfaction (Hill et al., 2014).
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America’s educators and legislators should find solutions to remedy the school to
prison pipeline by creating pathways to college for all its youth. The impact of this reality
reaches beyond stagnated opportunities for the disadvantaged, leading to a decline in the
nation's economic growth. The nation’s ability to sustain its economic standing in the
global arena is contingent on its members reaching their optimal potential based on
available prospects. Leaders improving college access for all of America’s citizens may
ensure the economic health and prosperity for both the individual and collective members
of this nation (Perna, 2015).
According to the NCES report, the national college enrollment rates for all high
school students who enrolled in college immediately after graduation was 70% in 2016
(McFarland et al., 2018). This current college enrollment rate represents a 7-point
increase from the 63% national college enrollment rate reported in 2000. This statistic
includes all student categories of public and private school students, socioeconomic
classifications, genders, and ethnicities (McFarland et al., 2018).
McFarland et al. (2018) showed the 2016 college enrollment rates disaggregated
by ethnicity and reported the demographic statistics as Asian students with the highest
rate at 92%, White students at 70%, Hispanic students at 72%, and Black students at
57%. However, McFarland et al. cited one of the most notable data sets as the statistic for
minority males. Although college enrollment rates for Black and Latino males have
increased from 25% to 33% and 18% to 35%, respectively, from 2000 to 2016, these
statistics have shown a disparity in academic outcomes for minority male students when
compared to the entire group of high school graduates (McFarland et al., 2018). There is
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a college enrollment gap between Black and Hispanic minority students and White
mainstream students in the American higher education system (Baker et al., 2018).
Background and Legislation
For more than five decades, the U.S. government has sought to address inequity
within the public education system. In response to the 1964 Civil Rights Act, the U.S.
Congress mandated a study to identify information about the equality and inequality of
educational opportunities for racial and ethnic groups of students within the American
public education system (Coleman, 1966). Coleman, coupled with the passage of the
Elementary and Secondary School Act (ESEA) of 1965, chartered a new course for the
American education system toward providing equal access to education for America’s
disadvantaged youth. Over the past 50 years, presidential administrations have focused
on the state of America’s public education system (Kessinger, 2011).
In 1965, President Lyndon Baines Johnson authorized the ESEA, allotting funds
for schools with higher percentages of economically disadvantaged students to assist in
providing remedial educational services. Leaders based the disbursement of federal grant
money on statutory formulas under Title 1 of the legislation, outlining the criteria for
receiving funding. School leaders receiving Title funds had to evaluate the programs
implemented with Title 1 funds. Leaders used this evaluation mandate as an
accountability measure for every program funded under this legislation (Fowler, 2009).
Presidential administrators have re-authorized ESEA, serving as a catalyst toward
promoting educational equity for all of America’s students. President George W. Bush
signed the 2002 reauthorization of ESEA into law, more commonly known as the No
Child Left Behind Act (NCLB, 2002), requiring states to have academic content
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standards with curriculum aligned assessments as accountability measures for student
proficiency (Gamson et al., 2015). Leaders of the NCLB (2002) legislation created a
shift in America’s definition of equality in the education system from the paradigm of
equal opportunity for all students, to a more encompassing goal of the equality of
outcomes for underachieving groups of students. Leaders aimed toward parity for specific
groups of students, namely minority, economically disadvantaged, students with
disabilities, and English second language learners. This legislation was intended to ensure
adequate yearly progress (AYP) toward academic proficiency for 100% of America’s
students by 2014 (Fowler, 2009).
Under President Obama’s administration in 2010, the ESEA was reauthorized.
State leaders followed this comprehensive new education policy, A Blueprint for Reform,
to develop and implement common curriculum standards in literacy and mathematics,
ensuring all of America’s high school students would graduate college and be career
ready. The Obama administrators emphasized national curriculum reform to establish
internationally benchmarked standards for college and career readiness with the greater
goal of leading the world in college completion by 2020 (U.S. Department of Education,
2010).
On December 10, 2015, President Obama re-authorized the ESEA as the, Every
Student Succeeds Act. Leaders of this most recent legislation renewed and affirmed the
government’s commitment to providing equal opportunities for all students (U.S.
Education Department, 2016). The updated provisions in this legislation promoted equity
for the nation’s disadvantaged students, espoused accountability for schools whose
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students were academically underperforming, and promoted preparedness for all students
to succeed in their colleges and careers (U.S. Education Department, 2016).
Statement of the Problem
The school to prison pipeline paradigm is a national trend where leaders funnel
young men of color from public schools into the criminal justice system. Thus, young
men of color face another barrier to educational opportunities, limiting their access to
college. Despite interventions by leaders of federal and local agencies to improve college
attendance rates for all of America’s students, this new phenomenon further shows the
disparate educational opportunities and outcomes for minority disadvantaged students
(Wolniak et al., 2016).
For the past 30 years, all stakeholders, including legislators, policymakers, and
scholars, have attempted to increase enrollment in America’s colleges and universities for
all. Thus, students’ participation in American colleges and universities has increased, as
evidenced by higher enrollment rates in recent decades. In 1980, the college enrollment
rate was at approximately 10.5 million, rising to approximately 12 million in 1990. In
2000, students enrolled in American colleges increased to 13.2 million, and by 2010,
America had more than 21 million students participating in higher education (Perna &
Jones, 2013). Between 2000 and 2016, total undergraduate enrollment in degree-granting
postsecondary institutions increased by 28% from 13.2 million to 16.9 million students.
By 2027, the total undergraduate enrollment is projected to increase to 17.4 million
students (McFarland et al., 2018).
Members of the U.S. federal government put forth a major initiative, establishing
the college readiness standards in 2003. The college readiness standards entailed a set of
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competencies that students should demonstrate by the end of high school. The
proficiency approach for college readiness was embedded in Common Core State
Standards in 2012. Additional federal interventions include the Upward Bound Program
established in 1964, where leaders improved high school graduation rates and college
enrollment rates for underrepresented student groups in higher education (Perna & Jones,
2013). Upward Bound is now part of the Federal TRIO Program, consisting of eight
programs supporting individuals from disadvantaged backgrounds through the academic
pipeline from middle school to postbaccalaureate programs.
Students from higher socioeconomic backgrounds have begun attending college
in greater numbers. Researchers have attributed factors that contribute to these students’
higher attendance rates to their abundance of financial, cultural, and social resources. The
literature on college attendance has shown that students within higher socioeconomic
statuses have access to superior academic preparation, such as advanced placement
exams, college prep services for improving performances on college entrance exams, and
other admission-enhancing strategies deemed favorable by college admission offices
(Wolniak et al., 2016).
College enrollment for Black students is projected to increase by 28% between
2013 and 2024 and similarly increase by 25% for Latinx students during the same period.
However, their participation rates will continue to lag behind the overall national
percentage for college enrollment (McFarland et al., 2018). The inequitable access of
financial, cultural, and social capital for minority students from lower socioeconomic
backgrounds propagates stratification in college enrollment and will continue to
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perpetuate race-based achievement gaps and economic disparities for Black and Hispanic
students and families (Baker et al., 2018).
Study Design
A qualitative methodology was used to address the research questions. The
grounded theory design was used to address the influence and impact of school culture on
students’ college choice processes. The qualitative inquiry process employed in this study
was used to develop descriptions that showed how students’ college-going attitudes,
behaviors, and actions were cultivated. The categorization of the data was analyzed,
integrated, and synthesized to produce a theoretical construct: grounded theory (Birks &
Mills, 2012).
School culture was analyzed through a focus group protocol to explore key
influences of the school’s culture on students’ college decision processes. This qualitative
approach involved obtaining a comprehensive view of the school culture and how it
fostered a college-going culture. Researchers have referred to this paradigm as the
college choice process (Griffin et al., 2012).
Purpose of the Research
Researchers may use the categorization and conceptualization of school
environment through the lens of school culture to gain visible, clear, and tangible
indicators for examining school organization. Hoy (1990) established the connection of
school culture indicators regarding their impact on and correlation with student academic
success and achievement. School culture is a component of the overarching theoretical
framework of organizational habitus, which is the way a student’s attitudes and decisions
are shaped through the educational institution (Wolniak et al., 2016).
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I examined the school culture of an urban New York high school with a track
record of proven academic achievement with economically disadvantaged minority male
students. I identified the organizational practices that contributed to students’ attitudes,
actions, and decisions behind the college choice process that led to college enrollment.
The success of the New York-based school, the Young Men’s College Preparatory
Academy High School (YMCPA) was established through statistics showing high
graduation rates and students’ college enrollment rates. These rates averaged over 90% of
the school’s total graduates. The data collected from this study showed the relationships
between the school culture and interconnectedness to school-based capital that mediated
students’ college choice behaviors.
Young Men’s College Preparatory Academy Overview
Clinton and Banks (2018) explained the impetus for creating the academy: The
idea for the YMCPA schools was hatched when a New York chapter of the mentoring
organization One Hundred Black Men read a Columbia University study that referenced
data from earlier research on the New York State prison inmates population. The data
from the report, confirmed said that 75% of prisoners incarcerated in New York State
prisons came from just seven New York neighborhoods. This study ignited a response
that set out to create quality schools for young men in these communities. In 2004, the
first YMCPA, an all-male, public school, opened in an urban city in New York. The
objective was simple: improve outcomes for inner-city young men with a rigorous
college-preparatory education, bolstered by strong parental involvement, mentorship and
nurturing structures that encourage boys and build brotherhood and community pride.
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Leaders established these schools in the seven urban poverty-stricken areas to
change the trajectory for young men of color who sourced the prison pipeline. A great
number of minority male students, approximately 96%, enrolled in urban New York
public schools and lived in low-income neighborhoods. The statistics for these students
showed a failure to educate this population successfully. Minority male students comprise
over 40% of the special education population, though they constitute 17% of the entire
student body. Additionally, Black male students experience disproportionate rates of
disciplinary suspensions and learn in schools where less than half of the instructional
staff are certified to teach in their subject areas (Clinton & Banks, 2018).
The New York City Department of Education (NYC DOE, 2018) compiled a
multiyear data report to show school performance over a 4-year period. The YMCPA had
an average high school graduation rate of 91%. The high school graduation rate was 95%
in 2015, 89% in 2016, 96% in 2017, and 91% in 2018. These statistical data were
compared to similar schools, referred to as comparison groups. When compared with
multiyear high school graduation rates, the data showed that the YMCPA was 14%
higher than the comparison group. Additionally, when compared to the overall high
school graduation statistics, the YMCPA graduation rate exceeded New York City’s rates
by more than 20% (NYC DOE, 2018).
The YMCPA students have access to a variety of extracurricular activities,
including basketball, football, and lacrosse. In addition to sports, the students have
opportunities to participate in the arts, including core music, male choir, concert band,
studio art, visual art, graphic design, and mixed media. The NYC DOE (2018) revealed
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that 92% of the students reported that the school offered a wide variety of programs that
kept them engaged and interested in school.
InsideSchools (2019) compared schools using descriptive and statistical data
throughout New York City. Using data compiled by NYC DOE (2018), the New York
State Report Card, interviews, and school level evaluations, members of the organization
culled the data and issued the annual report. Members synthesized information into four
categories: school safety and efficiency, student performance data, student demographic
data, and performance data for special education students and English as a second
language learners. Members provided a comprehensive overview of the YMCPA in the
2018 to 2019 report. These data indicated that 91% of the teachers believed that
discipline was maintained in the school, 94% would recommend the school to friends and
families, and 100% of teachers defined the principal as an effective school leader. The
student data showed that 82% felt safe in school. Additional data on school safety
showed no student suspensions. Moreover, 50% of the YMCPA’s eighth-grade students
scored proficient on the New York State literacy exam, and 28% scored proficient on the
math exam. Additional data showed that 67% of eighth-grade students obtained high
school credits, and 91% enrolled in college.
Sixth-grade students begin the admission process when they are randomly
selected; however, selection preference is given to students who sign up at an open house
or a fair. All incoming sixth-grade students attend a week-long summer bridge program
that focuses on the academy’s school culture. The second opportunity for admission is for
entering ninth-grade students; however, because most middle school students remain,
there are fewer slots for incoming ninth-grade students (InsideSchools, 2019).
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The faculty at the YMCPA comprises about 60% male teachers, most of whom
are Black. The curriculum is student centered and embeds culturally relevant literature
and popular cultural themes in the instructional design. Students who attend the YMCPA
schools are not screened for academics upon admission; therefore, entering students are
typically behind in literacy. The school leaders address this issue by providing a double
literacy period daily. Active participation in the classroom is encouraged through
instructional strategies, such as the Socratic Seminar. The overall instructional design
involves teaching content and not focusing on preparation for the standardized tests
(InsideSchools, 2019).
Leaders of the social framework provide structure and support for students.
Students wear uniforms and are assigned into houses named after prominent men of
color. Students eat lunch with their house members each day. Discipline is reinforced but
supportive of students’ needs, and suspension is not a part of the school discipline code.
Student support includes providing a washer and dryer for students in temporary housing
so that they can have clean uniforms. Each student is assigned a counselor through a
partnership with a community-based organization. Each counselor follows a student
throughout his school career. In addition to cocurricular activities for students, career and
technical education programs include the culinary arts and barbering (InsideSchools,
2019).
The students at the YMCPA experience high graduation rates; however, they
struggle once they are in college. The school leaders address this issue by providing
continued access to advanced placement courses and a more demanding workload
focused on the quality and quantity of college level work (InsideSchools, 2019).
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Conceptual Frameworks
There were two theoretical frameworks in this study. The first conceptual
framework was grounded in McDonough’s (1997) habitus theoretical framework. The
second framework concerned school-based social capital.
Habitus Theoretical Framework
McDonough (1997) asserted, “Scholars should consider how to best study how
and why students make decisions about which colleges to attend” (p. 158) to increase
access and equity for all of America’s students to higher education. McDonough found
that the experiences students shared in high school contributed to their common set of
perceptions that shaped their expectations, attitudes, and aspirations. McDonough found
that college choice researchers focused on factors and experiences that influenced
students’ decisions regarding the college choice process. The researcher identified a
student’s parents, educational preparation, peers, socioeconomic status, race, ethnicity,
and gender as college choice indicators. However, the researcher defined the immediate
school environment as one of the most significant gauges of whether a student would
apply to and enroll in college. High school organization leaders provide a social setting
where structures, activities, and actions can influence an individual’s behavior.
McDonough (1997) identified school-based factors attributed to college
enrollment as including curriculum, extracurricular activities, high academic
achievement, communication networks, and college advising resources. McDonough
theorized that a student’s everyday experiences and interactions within the school
environment provided a context that could be analyzed to understand the impact on their
college prospects and fulfillment of college attainment goals. In this context a student’s
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habitus is formed. McDonough defined habitus as a set of dispositions based on an
individual’s social context that would subconsciously guide any decisions made. A
student’s habitus is shaped while being actively engaged in experiences and having
access to resources and social networks within the school environment (Reay, 2004).
Leaders of the school community inform students’ ideas and influence students’ college
aspirations and goals. Thus, school leaders provide normative structural components
defined as organizational habitus (Bergerson, 2009).
The cultural constructs of a high school’s organization include characteristics
exemplified through underlying values, deeply held beliefs, and meanings (McDonough,
1997). These factors may be exhibited through the school’s mission and emphasis placed
on college choice behaviors. Students’ experiences and interactions within the confines
of a school’s culture may show the influence on their college choice decisions
(McDonough,
1997). Cultural capital is a construct embedded within Bourdieu’s (1977) habitus theory.
Cultural capital is manifested in the school community through how individuals view
themselves within the community. Cultural capital also influences how individuals
behave socially, develop new appreciations, show ambitions, and create perspectives
(Jæger, 2009).
Some researchers have defined school culture as the “stable, underlying social
meanings that shape beliefs and behaviors over time” (Peterson & Deal, 2011, p. 8). The
college-going culture is facilitated through school-based social capital. School-based
social capital includes shared norms and values, information networks, and relationships
between staff and students. High school leaders use school-based social capital to build a
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college-going culture by setting expectations about going to college using the school’s
mission (Bryan et al., 2018).
School-Based Social Capital Theoretical Framework
Coleman (1966) linked educational outcomes and social capital as a predictor of a
student’s educational attainment. Coleman (1990) defined social capital as “a function of
social structure producing advantage” (p. 302). Social capital is also presented in
Bourdieu’s (1977) theoretical framework, defined as the resources that result from social
structure (Bourdieu & Wacquant, 1992).

In recent literature, researchers have defined social capital as an asset gained
through social ties and relationships that improve one’s outcomes (Bryan et al., 2018).
School-based social capital is evidenced through a school culture where leaders convey
expectations and norms through social networks that facilitate student aspirations and
academic achievements (Dufur & Parcel, 2008). Researchers can use the
conceptualization of school-based social capital as a framework to analyze models of
college choices, understanding how specific social and cultural factors influence a
student’s college choice and enrollment decisions. However, there was limited research
on which specific school-based social capital characteristics positively influenced student
application to postsecondary institutions (Farmer-Hinton & Holland, 2008). An analysis
of school culture and school-based social capital would show how a school’s organization
might influence the students’ college choice processes. The data collected from this study
showed organizational factors and trends within the school organizational structures that
might influence students’ college choice processes and decisions leading
to college enrollment.
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Research Questions
1. How does the high school’s organizational culture facilitate social norms of a
college-going culture?
2. How do the high school structures contribute to the college choice process for
students?
3. How is school-based social capital cultivated within the school culture?
4. How is the college-linking process facilitated within the school organization?
The Significance
The literature about college choice showed that as a nation, America made
significant gains toward achieving higher college enrollment rates; nevertheless, the
disparity in college access and educational outcomes for America’s diverse student body
continued, specifically for Black and Latino students. The practices embedded and
implemented in the YMCPA’s infrastructure showed success for graduating minority
male students advancing into higher educational institutions. The research from this study
showed empirical and actionable data that educators could replicate when developing
strategic plans toward closing college enrollment gaps for disadvantaged students.
Limitations
The results of this study might not generalize to all high school settings, as this
study was conducted in an urban location in a low socioeconomic area. The factors
identified at the YMCPA that promoted college choice habitus for low-income, minority
male students might differ for female students, students from economically advantaged
homes, students from mainstream America, and students in rural settings.
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Delimitations
School culture and climate constructs showed the internal operational force of a
school environment. The study of school climate and school culture showed a
comprehensive approach to analyzing school success (see Hoy, 1990). However, I limited
the focus to providing an in-depth analysis of school culture to optimize thoroughness of
data collection and analysis.
Definition of Terms
College choice is the process where students decide whether and where to go to
college (Bergerson, 2009).
College choice organizational habitus represents the current patterns of college
choices and behaviors manifested in schools with a similar socioeconomic status
environment to students (McDonough, 1997).
Cultural capital refers to one’s cultural status and knowledge (Bergerson, 2009).
College-linking process is the cooperative influence of school characteristics that
indicate organizational level capacity (resources) and commitment (norms) to helping
students navigate the transition to college (Hill, 2008).
Habitus is a set of dispositions based on an individual’s social contexts that
subconsciously guide their decision-making process (Bourdieu, 1977).
Organizational climate refers to individuals’ attitudes and behaviors within an
organization (McDonough, 1997).
Organizational culture is an organization’s underlying values, beliefs, and
meanings (McDonough, 1997).
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Organizational habitus is the impact of a cultural group or social class on an
individual’s behavior through an intermediate organization (McDonough, 1997).
School-based capital refers to investments between students and schools that can
facilitate positive outcomes (Dufur & Parcel, 2008).
Social capital is an asset or resource, embedded in social relationships, used to
improve one’s life outcomes (Wolniak et al., 2016).
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CHAPTER II
REVIEW OF THE LITERATURE
Effective Schools Research
During the late 1970s and early 1980s, leaders established the School
Effectiveness Reform Movement to address the inequitable education of poor children
who attained minimal mastery of basic academic skills (Fullan, 2008). Edmonds (1979)
asked the following question: “Are there schools that are instructively effective for poor
children?” (p. 20). Edmonds studied 20 schools in Detroit, Michigan that served
predominantly poor minority children by re-analyzing the 1966 Equal Educational
Survey Opportunity of data on students from different socioeconomic backgrounds.
Edmonds refuted the previously held concept from Coleman (1966) that the primary
determinant of a student’s academic success was the family background. The findings
from Edmonds indicated that school effects had a mediating impact on educating children
from impoverished backgrounds. Edmonds identified six characteristics of schools:
having strong administrative leadership, a school climate conveying high expectations, an
orderly atmosphere conducive to learning, academic achievement taking precedence over
all other activities, school resources supporting academic goals, and an infrastructure
monitoring students’ progress.
In a subsequent study of school effectiveness by Sammons et al. (1995), the
researchers generated an expanded list of 11 factors correlated with school effectiveness.
The list included five of the original characteristics from Edmonds (1979): professional
leadership, an orderly learning environment, concentration on teaching and learning, high
expectations, and monitoring student progress. The additional indicators of school
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effectiveness included a shared vision and goals evidenced by a unity of purpose and
purposeful teaching demonstrated by structured lessons and adaptive practices. Also, the
school effectiveness factors included positive reinforcement exhibited by clear and fair
discipline, pupil rights and responsibilities, and a home–school partnership involving
parents in their children’s learning. The final element of effective schools entailed
bolstering teacher capacity and expertise through school-based professional development
(Sammons et al., 1995).
Fullan (2008) researched organizational change and clustered school effectiveness
with school improvement into a new conceptual model identified as school development.
Fullan cited that each of the former concepts held equal importance—the former from a
research perspective and the latter from an improvement perspective seeking educational
strategies and interventions. However, Fullan expressed that both viewpoints lacked a
theoretical base that encompassed organizational learning, change theory, action research,
instructional theory, and system theory.
Fullan’s (2008) theory for school effectiveness is grounded in a theoretical base of
10 features. The theoretical framework begins with a whole system focus that includes
school and community, as well as district and state levels. Additional components include
capacity building through developing pedagogical knowledge and practices. Fullan noted
the importance of linking capacity building to results that positively impacted student
achievement and teacher morale.
Fullan (2008) incorporated establishing a collaborative culture within the school
community. Fullan espoused that the systems theory could be used to share effective
practices across the school and district. Fullan’s theoretical framework encompassed a
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transparent accountability system for reporting results and an inquiry approach to
learning that would stimulate improvement. The last component of Fullan’s school
development framework involved garnering an international perspective on current
learning systems to compare and inform practices from the global educational
community. Fullan used the framework to show school development in a broader
conceptual context of systems learning.
The identification and emphasis of the systems theory and effective schools
literature have shown successful strategies that can lead to improved outcomes for
impoverished minority students. However, K–12 education continues to equip
disadvantaged students inadequately with the academic skills necessary for advancement.
Thus, poor academic preparation during students’ early development impedes their
abilities to participate in postsecondary education. Research has proven that low scores
on achievement exams and low high school graduation rates are determinants of low
college attainment. As a result, the achievement gap continues to remain substantial
(Holzer & Baum, 2017).
Nationally, high school staff has graduated students who have not met college
readiness standards. Achievement gaps in the attainment of college preparedness persists
for Black and Hispanic students, while White students graduate high school with greater
proficiency in college readiness standards (Royster et al., 2015). Moreover, some
economically disadvantaged students have attained similar college enrollment
qualifications as more economically advantaged White peers; however, there remains a
disparity in college attendance. Although cost may be a mitigating factor, research
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indicates that many minority students have simply attended high schools that do not
support them transitioning to college (Roderick et al., 2011).
Royster et al. (2015) also indicated that as early as the eighth grade, urban
students who aspired to attend college, combined with college preparatory coursework,
could meet college readiness benchmarks. Royster et al. highlighted how school
dynamics could impact student outcomes regarding college preparation. Staff at high
schools should enhance curriculum to promote academic programs that focus on English
and math because of the predictive power of these subjects on college enrollment, grade
point averages, and persistence (Royster et al., 2015).
Staff of high schools must develop college-going communities to create
environments where they adopt and support the shared goal of preparing all students to
attend college to narrow the college enrollment gap. High school staff should embed
structures within the school climate to fill students’ knowledge gaps and guide their
college aspirations through the application process. The school climate should be
reinforced by a college-going culture where staff establishes strong norms and supports
for college attendance, develops a college preparatory academic curriculum, and
promotes social networks that encourage college attendance. However, there is a lack of
empirical evidence of how school staff cultivate a college-going environment that
manifests shared goals and expectations for engagement in college planning (Roderick et
al., 2011).
McDonough (1997) focused on college choice research, noting that school effects
within the high school environment also had a powerful influence on how students chose
colleges. McDonough posited that students’ everyday experiences and interactions within
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the school environment could be analyzed to understand the impact on students’ college
prospects and fulfillment of college attainment goals. McDonough highlighted schoolbased factors attributed to college attendance: curriculum, extracurricular activities, high
academic standards, and communication networks. The researcher also identified the
importance of access to guidance counseling and college-advising resources for students
lacking college choice cultural capital (McDonough, 1997).
McDonough (1997) provided a comprehensive look into the college choice
process for high school students. This study was based on the theoretical framework
provided in McDonough’s study. I used the framework to examine how high school
culture and school-based capital would influence student college-choice habitus, leading
students from aspiration through actualization of college enrollment.
College Choice Research Historical Background
Coleman (1966) developed a report that was the staple of educational literature.
Coleman determined that a student’s family background was the most significant factor
influencing the decision to enroll in college. The researcher linked educational outcomes
to social capital, referencing the social capital indicators of family structure and parent
influence on students’ educational attainment (Coleman, 1966).
In the decades following this report, other researchers have studied college
enrollment trends. The early literature focused on differences between public and private
high school characteristics that shaped students’ college choice decisions. The body of
literature examining the college choice process has evolved over the years to include
comprehensive college choice models. Researchers of recent decades have highlighted
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differences in college preparation for students according to race, ethnicity, and social
class (Hill, 2008).
During the 1970s and the 1980s, creators of college choice models focused on
factors contributing to the college choice process. An examination of a myriad of factors
was conducted in an effort to identify which factors significantly predicted student
college enrollment. These researchers examined socioeconomic statuses, family
variables, student academic achievements, high school resources, and interactions with
higher educational institutions. Outcomes from many of these studies, including the
Chapman (1981) study, revealed an inherent stratification of college enrollment between
socioeconomically advantaged and disadvantaged students (Bergerson, 2009).
The 1980s research on students’ college choice behavior was conceptualized
through developing comprehensive college choice models. For example, Chapman
(1981) identified how socioeconomic status, student achievement, aspirations, and
academic ability impacted students’ college choice decisions. Hossler et al. (1999)
studied the comprehensive college choice process and identified three phrases of the
college choice process. The first entailed a student predisposition to attend college based
on socioeconomics, parent involvement, high school experiences, and exposure to
institutions of higher education. The second phase of the college choice process showed
the college search process and how students gained information to assist in the decision
and determination of choice. The final phase of the college choice model was the process
of actual selection and completion of the enrollment process (Hossler et al., 1999).
Paulsen (1990) framed the college choice process by embedding three
perspectives: sociological, psychological, and economic. The sociological perspective is
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based on status attainment, while the psychological perspective shows the impact of
college experiences and environments on students, referred to as the optimal student fit.
The economic perspective shows the college choice process as a form of an investment
decision. Paulsen determined that White students and students from higher
socioeconomic backgrounds were more likely to attend college. Additional contributing
factors to college attainment included high academic achievement, greater levels of
parent involvement, fewer disciplinary incidents, and faculty encouragement to attend
college (Paulsen, 1990).
Consequent researchers after Paulsen (1990) took a more extensive look at the
college choice process and behaviors for students of color and from economically
disadvantaged backgrounds. Researchers studied the apparent disparity in access and
equity between socially and economically advantaged and disadvantaged students when
navigating a clear pathway to college (Bergerson, 2009). This body of research showed
that although many students began with high aspirations for participation in higher
education, some factors perpetuated the gap between their expectations and enrollment in
college (Bergerson, 2009).
More recent literature on the college choice process has evolved from studying
historical factors, such as family and socioeconomics, toward a conceptual framework
based on the high school context of college choice processes. Researchers can examine
high schools’ resources, organizational structures, and norms to measure a school’s
influence on students’ application and enrollment into college (Hill, 2008).
McDonough’s (1997) study on high school effects showed a conceptual
framework recognizing that high school structures and norms were research-worthy
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factors that contributed to student college choice decisions. The school community
provides an environmental context that shapes high school students’ habitus, as exhibited
through their attitudes, ideas, and behaviors that influence their college aspirations, goals,
and attainment (McDonough, 1997).
Habitus as a Theoretical Framework
McDonough (1997) based the study on Bourdieu's (1977) theoretical framework
of cultural capital. The cultural capital construct cited in Bourdieu’s research was
characterized by the system of attributes derived from one’s family. A student’s cultural
capital referred to a collective of familial experiences, including cultural knowledge,
language skills, and mannerisms within members of a social class group. According to
Bourdieu, individuals who come from middle-class and upper middle-class backgrounds
had the most valued forms of cultural capital (Perna & Titus, 2005).
Bourdieu (1977, as cited in Torres & Mitchell, 1998) referred to habitus as “a
deeply internalized, permanent system of outlooks, experiences and beliefs about the
social world that an individual gets from her immediate environment” (p. 184). Members
of the same social group who transmit organizational beliefs, values, and meanings share
this system of durable and subjective beliefs. An individual’s expectations, attitudes, and
aspirations are influenced by the organizational environment (Torres & Mitchell, 1998).
An individual’s habitus is formed by their history from collective familial social
structures, social classes, and school experiences. Habitus is further explained as an
unconscious lens from which students make decisions, constantly reworked based on past
and present collective experiences (Reay et al., 2010).
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High school organization leaders provide a social context where structures,
activities, and actions can influence an individual’s behavior based on collective
experiences from the setting. Similarly, a school community shares the same adaptation
progression shaped by its history and experiences that change because of collective
experiences. This concept is defined as institutional habitus (Reay et al., 2010).
The high school context provides normative structural components defined as
organizational habitus. A high school’s organizational habitus is experienced through its
culture and climate that shape students’ perceptions regarding college choices, thereby
affecting opportunities for educational attainment. The cultural constructs of the high
school’s organizational habitus are the mechanisms exemplified through the
comprehensiveness of the college counseling program and the frequency of college
orientation seminars, college visitations, college preparation courses, and other student
support services that influence students’ college aspirations and choices (McDonough,
1997).
College Choice Organizational Culture and Climate
Organizational culture and climate are subcomponents of an organizational
institution (Torres & Mitchell, 1998). School culture and climate constructs signify the
internal operational force of a school environment. Climate refers to the “current,
malleable perceptions and attitudes which are the contemporary manifestations of
culture” (Torres & Mitchell, 1998, p. 187). A college-choice organizational climate refers
to the “institution specific current patterns of college choice behaviors that are manifested
in one school” (Torres & Mitchell, 1998, p. 187). A college-going climate is
characterized by how adults within the high school support norms for college attendance
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and provide information, resources, and supports that students need to navigate college
search and application effectively (Roderick et al., 2011).
Culture refers to the “deeply held, static, and enduring values, belief, and
meanings” (Torres & Mitchell, 1998, p. 187) of an organizational environment. Similarly,
a school’s college-choice organizational culture is reflected in its values and beliefs
related to college attendance. School climate and culture encompass a high school’s
college-choice organizational habitus defined as the impact of the institution’s specific
patterns of college choices and behaviors manifested in a school setting on an
individual’s habitus and behavior (Torres & Mitchell, 1998).
High school settings can greatly influence how students’ college aspirations are
shaped through their organizational habitus that embodies a common set of perceptions,
experiences, expectations, and values (Torres & Mitchell, 1998). Although organizational
culture depicts deeply internalized beliefs and permanent systems of operational patterns
and structures, school-culture researchers have not yielded explanations of how these
patterns and structures contribute to student outcomes, such as college enrollment (Torres
& Mitchell, 1998).
School Culture
In 1932, Waller conceptualized the framework of school culture. Waller identified
school culture as a set of rituals, moral codes, ceremonies, and traditions transmitted
through symbolic language and expressive actions of the members of an organization.
Some researchers have defined culture as the “stable, underlying social meanings that
shape beliefs and behaviors over time” (Peterson & Deal, 2011, p. 8). Some researchers
have linked school culture with school performance. Overall, some researchers have
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correlated school effectiveness with a consistent school climate and culture that focus on
a purposeful mission, foster a productive learning environment, and set high expectations
for student learning (Deal & Peterson, 2016).
The Elements of School Culture
Researchers have defined school culture as an invisible, taken-for-granted flow of
assumptions and beliefs that provide an interpretation of unwritten rules, expectations,
customs, and traditions (Deal & Peterson, 2016). These precepts designate an unofficial
pattern of how members behave and interpret organizational life and events. In contrast
to the more systematized data analytics employed by school district leaders for measuring
success, culture is less tangible, making it more difficult to measure its impact on an
organization. However, culture has distinct characteristics that educators and researchers
can study to develop a viable structure for analysis. The following subsections show core
components or elements to provide an understanding of its structure, purpose, and
function within the school community.
Mission and Purpose
At the core of a school’s culture is its mission and purpose that reflect what
leaders desire to accomplish. Leaders create a mission and purpose to shape
organizational beliefs, thoughts, and actions. On a visceral level, leaders create the
mission to connect members emotionally and foster a strong sense of shared purpose.
Strong missions are aligned with the organization’s vision of success, are authentic in
purpose, and are deeply embedded within the school culture. Leaders use the mission and
purpose to motivate members to focus on what the organization deems important and
valuable. The mission is operationalized by organizational actions, rewards for desired
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behaviors aligned with its definition of success, and how resources are allocated toward
realizing its purpose (Deal & Peterson, 2016).
Values, Beliefs, Assumptions, and Norms
In tandem with an organization’s mission and purpose are its values, beliefs,
assumptions, and norms. These ideals contribute to the symbolic foundation of an
organization. Some researchers have defined values as the conscious expression of what
an organization represents and encapsulates as deeply held priorities for reaching success
(Deal & Peterson, 2016).
Researchers have defined beliefs as the conscious cognitive perception of truth
and reality developed and perpetuated in individual and group experiences. Beliefs are
not measurable; however, one’s beliefs can mediate connections between causes and
effects of historical interpretations. The power of belief lies in its capacity to convey the
essential understandings of organizational characteristics (Deal & Peterson, 2016).
Researchers have defined assumptions as the deeply embedded preconscious
belief system that guide behavior. Cultural assumptions are the basis of one’s values and
perceptions that shape thoughts and actions (Deal & Peterson, 2016). Norms reflect the
convergence of beliefs, assumptions, and values within an organizational culture. Norms
show the accepted behavioral guidelines for members of an organization (Deal &
Peterson, 2016).
Symbols
School culture is characterized by symbols. The role of symbols within an
organizational culture is to represent imperceptible values and beliefs. The function is to
evoke meaning and significance to influence members’ thoughts and behaviors. The role
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of symbols is to unify the organization’s members, provide a purpose, and set the
direction (Deal & Peterson, 2016). Symbols may be represented by objects, such as
organizational dress codes and logos, or as actions that display a symbolic expression
(Islam & Zyphur, 2009).
The architecture of symbols is developed through expressions of shared
philosophies and sacred commitments. Symbols provide the messaging of what an
organization stands for through a myriad of artifacts displayed within the community.
School names and logos are often selected to represent the school’s cultural values. In a
school setting, the mission and vision are often prominently displayed in hallways, school
websites, and social media. Additional artifacts may include displays of student work,
recognition of achievement and awards, celebrations of inclusion, and depictions of a
mascot. Historical collections often play an important role in the school’s identity
because these represent a deeply rooted ethos and provide a conduit for bridging the past
to the present culture (Deal & Peterson, 2016). Architectural symbols serve to convey
what is important to the community by providing a message of a school’s values and
organizational purposes. Symbols unify the group and motivate members to reflect the
school’s principles through actions and behaviors aligned with core values (Deal &
Peterson, 2016).
Symbolic signaling is transmitted through daily activities. Organizational beliefs
are shared via formal and informal channels that espouse and reinforce cultural meanings
and values. Symbolic signaling is disseminated through symbolic languages, symbolism
of action, symbolism of intellectual engagement, symbolism of advocacy, symbolism of
storytelling, and symbolism of recognition. Each symbolic context works together to
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create a powerful school culture. For example, symbolism of language shapes cultural
ideals within the school setting, while symbolism of action is exhibited by member
engagement of where and how members spend their time. The symbolic architecture of a
school reflects the values and beliefs of what is of importance to the community (Deal &
Peterson, 2016).
History
The history of an organization is an essential component of school culture. The
historical context serves as the foundation for a school’s core values and purposes. The
history facilitates the organization’s stability and is a gauge of coherence to its mission
and purpose. However, cultural traditions, though rooted in foundational philosophies,
evolve with new experiences and impactful events. Leaders of successful school cultures
learn from the past and incorporate new lessons to charter a productive and meaningful
future (Deal & Peterson, 2016).
Leaders can use history to inform decisions on how to approach school
improvement by creating a basis for comparison to evaluate if the mission or core values
have changed or which practices may need reform. Evaluating historical frameworks in
the context of the current standing shows if the organizational norms are inclusive of the
current population and how historical practices influence classroom instruction and
curriculum delivery (Deal & Peterson, 2016).
Stories
History is the bedrock of an organizational culture; however, the chronicling of
the past through historical narrative keeps significant events and experiences present.
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Researchers have found difficulties when measuring current events’ results based on
long-term impacts. However, researchers can use stories to immortalize the
organizational culture by highlighting important events and reinforcing shared cultural
values. Researchers can use the power of stories in the school setting to provide a vehicle
to convey messages of cultural values continually (Deal & Peterson, 2016).
Researchers can use stories within a school setting assists to recognize and brand
what the school epitomizes. Researchers can use stories to reinforce core beliefs and
values while sharing knowledge. Members can use stories to socialize into the
organizational culture and build trust within the school’s membership. Leaders can use
stories to foster collaboration by bridging a school’s history to its future toward creating
strong, sustainable, and successful organizations (Deal & Peterson, 2016).
Rituals
A ritual is a symbolic behavior performed within a collective setting, representing
a value-embedded method of connecting members within a community. Typically, rituals
are daily or relatively frequent activities that provide messages that motivate members
toward attainment of the organizational mission. Rituals are an essential component of
organizational culture because leaders can express, build, and nurture cultural values and
norms, signifying a sense of belonging for a school’s members. Leaders can use positive
rituals to define and reinforce the organization’s purpose and direction, contributing to its
productiveness and sustainability. In a school setting, leaders use rituals to provide the
motivational driving force that re-energizes members’ commitment to a school’s mission.
Like stories, leaders can use rituals to tie the past to the present as a catalyst for a
successful future (Deal & Peterson, 2016).
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Ritual action is a form of social action enacted in a stylized manner within a
specific context or event where members demonstrate their collective values and
identities. People can use rituals to construct social meanings that promote stability by
shaping views of the organizational reality. The organizational stability is a grounding
support that changes and transitions while maintaining the organization’s status (Islam &
Zyphur, 2009).
Ceremonies and Traditions
Ceremonies in organizations are culturally sanctioned occasions where people
celebrate success and bond members by reinforcing meaningful and nurturing values to
the community. Ceremonies are like rituals; however, these are less frequent and are
much grander than rituals. In a school setting, leaders of authentic and frequent
ceremonies contribute to cohesion of a school’s mission attributed to positive learning
outcomes for students (Deal & Peterson, 2016).

Leaders of ceremonies demarcate the beginning and end of unique ad important
events. In the school setting, leaders use ceremonies to emphasize cultural values and aid
in transitions, crystalizing cultural values. Ceremonies take many forms; some may be
seasonal ceremonies that focus on outside events, such as holidays. Leaders of
management ceremonies foster congeniality and collaboration around professional
development tasks, such as action planning, restructuring, or data analysis. Leaders of
integrative ceremonies facilitate inclusion through celebrations of diversity. Leaders of
recognition ceremonies acknowledge success of special accomplishments (Deal &
Peterson, 2016).
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Leaders of ceremonies cultivate a sense of community by providing opportunities
for value-linked purposes that invoke a deep commitment from members. Ceremonies
embody many aspects of culture, such as symbolic elements that include dress codes,
signs, flags, and artifacts from the past. Leaders of ceremonies may also provide
opportunities to share stories of success and recognitions of accomplishments.
Additionally, leaders of ceremonies may replicate ongoing rituals and traditions (Deal &
Peterson, 2016).
Traditions are rooted in organizational history, symbolizing what is significant,
valued, and important to the community. Leaders of tradition provide members with an
opportunity to connect with significant events that have contributed and defined the
present culture (Deal & Peterson, 2016).
These tenets of culture are essential to communicating and affirming values and
norms in a tangible way that keeps the culture intact (Beyer & Trice, 1984). Beyer and
Trice’s earlier study of organizational culture showed rites as an additional element of
culture. These researchers defined rites as an “elaborate, dramatic, planned set of
activities that combines various forms of cultural expression and that often has both
practical and expressive consequences” (Beyer & Trice, 1984, p. 20). Rites typically
encompass most or all of the subcomponents of organizational culture. These cultural
forms include symbols, rituals, stories, artifacts, and language functions to provide a
powerful expression of shared understandings that reinforce desired values, beliefs, and
behavior (Beyer & Trice, 1984).
Researchers have woven cultural theory into literature traditionally viewed as the
humanities field of study. The shift is commonly referred to as a cultural turn, with
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developing roots in social theory. Culture is not autonomous in nature; the interplay
between cultural variables facilitates symbolic patterns of meaning that actively shape
social structural forces. The theoretical construct of cultural capital represents this
cultural turn and is grounded in social theory (Jæger, 2009).
Similarly, cultural capital is not autonomous. Cultural capital refers to an
individual’s cultural status and knowledge that legitimize their power. Although cultural
awareness is founded in familial background exposure to social capital through social
networks and connections, it can impact the accumulation of cultural capital (Bergerson,
2009).
Cultural capital is also seen as a construct of Bourdieu’s (1977) habitus theory
denoted through: transposable dispositions that shape the way individuals see themselves;
behave socially; and develop new appreciations, ambitions, and worldviews.
Accumulated cultural capital can be a conduit to economic capital that contributes to an
individual’s financial resources and wealth (Jæger, 2009).
Social Capital as a Theoretical Framework
Researchers have defined social capital as “resources embedded in social
networks that individuals can access and use to achieve a specific goal” (Hill et al., 2014,
p. 321). Students can use social capital to attain additional forms of capital, such as
human, economic, and cultural capital. Recent literature on underperforming schools
showed that social capital had more than three times the impact than financial capital on
positive student outcomes (Salloum et al., 2018).
Social capital theory can be traced back to Dewey (1900). Although Dewey did
not render a formal definition, the researcher acknowledged the relationship between
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social capital and student outcomes within a school environment. Dewey tied the learning
of core subjects of literacy and mathematics to mechanisms that allowed individuals the
opportunity to develop beyond the limit of their personal experiences. Social capital is a
valuable resource cultivated in an environment that connects individuals in meaningful
ways. Dewey further expounded on the importance of social capital, explaining that
failure to cultivate it within the education environment would not optimize personal
development (Plagens, 2011).
The conceptualization of social capital was solidified in the literature by Bourdieu
(1977) and Coleman (1966). Bourdieu defined social capital as the collective of actual or
potential resources linked to membership in a group or through institutionalized
relationships (Perna & Titus, 2005). Coleman’s (1966) framework for social capital
consisted of three critical components: the construct of trust-obligations and expectations,
information flow of the social structural network, and norms accompanied with sanctions.
Coleman defined social capital as developed by relationships that produced actions that
built human capital. A person develops human capital by accumulating skills and
capabilities due to experiences within a social structure (Salloum et al., 2018).
Individuals with access to these relational networks can accumulate productive
social capital that facilitates achievement of outcomes that would have been impossible
outside social relationships and structures (Plagens, 2011). Coleman (1966) evidenced
that greater amounts of social capital had a positive influence on student academic
outcomes (Belfi et al., 2015).
Individuals can use social capital as an asset to improve their outcomes through
access to relationships and social ties. In school settings, social capital is transmitted
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through intentional relationships that share information and resources toward improving
student outcomes. School-based social capital includes shared norms and values,
information networks, and relationships between staff and students. High school leaders
use school-based social capital to build a college-going culture through setting
expectations about going to college through a school’s mission. The college-going culture
is facilitated through school-based capital variables, such as college talk by guidance
counselors and teachers, student support networks, social ties, and access to information
and resources regarding college preparation (Bryan et al., 2018).
School-Based Social Capital
Researchers have defined school-based social capital as “the social relationships
that exist within schools and the resources that are exchanged through these
relationships” (Belfi et al., 2015, p. 35). School administrators, teachers, parents, and
community partners in the school community play key roles in the exchange of social
capital. School leaders with students from higher socioeconomic backgrounds
demonstrate higher levels of school-based capital, as evidenced through positive social
relationships that transmit social capital assets of trust, support, values, and norms.
However, in schools where the socioeconomic status of a student body may be fixed,
school-based social capital is a construct that leaders can enhance and develop (Belfi et
al., 2015).
Leaders can use the school-based social capital framework to emphasize school
level factors that contribute to student academic achievement and success. School leaders
are uniquely positioned to provide access to social capital and promote positive outcomes
for students. Communication between school personnel and families is key for passing
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information that assists in student attainment of achievement goals, especially for
students from low socioeconomic families; a vital aspect for their success is contingent
on the school leader decoding the educational system. For example, students with
aspirations of higher education need information on college-linking strategies, which
courses to take, and understanding the college admissions processes and application
deadlines. Leaders should build these college-linking strategies into the organizational
structure (Salloum et al., 2018).
Leaders of a social structure of a school may facilitate productive relationships
toward achieving desired outcomes for students. Recent literature of the impact of
schools on student achievement indicated that school-based capital might provide a
mechanism to mediate the effect of socioeconomic statuses. Leaders can use schoolbased
capital to influence a student’s educational aspirations, achievement, and high school
completion positively (Belfi et al., 2015).
Schools are social networks where staff enable the exchange of information that
manifests opportunities and choices for its members. Leaders can use these networks to
reinforce social ties between members that influence their choices. As new members
enter a network, there is a reciprocal relationship that expands existing social capital
resources for new individuals and existing members. Social capital is a social group
property disseminated through contact with members of an organization, promoting
norms and collective actions that influence an individual’s actions and outcomes. In a
school setting, educators can leverage indicators of social capital to improve social
structure and social relations that positively influence student academic success (Plagens,
2011).
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Within the past two decades, researchers have analyzed the influence of schoolbased social capital through the lens of structure and functionality. Social structure is
characterized by relationships and social networks of members within a community,
while function is depicted through relational trust and norms. The two constructs are
intermingled, and the caliber of the former impacts the quality of the latter while
remaining reciprocal. For example, the quality of the information exchanged via social
networks depends on the functionality of a relationship. The relational aspects of a
network support social trust, which provides a level of confidence that information
remains reliable and beneficial to members (Goddard, 2003).
Leaders can use relational trust to foster an open environment where individuals
exchange information because they perceive interactions as caring and benevolent.
Conversely, if there is a lack of social relationships or relational trust, the possibility of
meaningful exchanges is limited or nonexistent. Relational trust is exhibited by teachers’
trust in parents, teachers’ trust of students, and students caring for each other. The
absence of social structure and function create a void in one’s ability to establish and
reinforce organizational norms that contribute to collective goals and desired outcomes
(Goddard, 2003).
Social capital norms show expectations of acceptable social patterns of behaviors
for members within a community. Norms show shared beliefs that yield social solidarity,
influence, and accountability of an individual’s behavioral actions. Within a school
setting, social trust and supportive group norms are collective resources. When
successfully implemented, leaders of the normative structure can facilitate students’
academic success in the school, especially for disadvantaged minority students (Goddard,
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2003). All stakeholders, inclusive of teachers, parents, and students, can use social trust
to encourage norms and support students’ success. Goddard correlated concrete variables,
illustrative of social capital norms, to student success, including an orderly learning
environment, consistency of student work, frequent contact with parents, parental
involvement, and community involvement.
An individual or group can use social capital as an intermediating factor between
actions and outcomes; therefore, communities with high levels of social capital are
positively correlated with student success. Factors related to higher social capital
communities include social cooperation. Members of socially cooperative communities
have established norms that focus members on working toward a common purpose.
Members of high capital communities take interest in school events and attend meetings.
The knowledge garnered from participation in school events provides a communal body
where members seek to solve problems and participate in collective actions for the
benefit of the school (Plagens, 2011).
Solidarity within a community is a social capital construct based on trust within
members of a relational network. Feelings of positive identification are fostered in social
accepting and inclusive networks. Students with a sense of belonging and identity as a
member of a community are more likely to participate in social networks. The
willingness to belong and participate in a community is grounded in a shared interest or
common purpose. In schools with high levels of social capital, positive and active
relationships can support the school; such relationships can include those fostered at
parent–teacher organizations and student clubs (Plagens, 2011).

41
School-based social capital is also operationalized by teachers’ collective
efficacy. Teachers’ collective efficacy is defined as teachers’ perceptions that they can
make an educational difference for their students despite students’ socioeconomic
statuses or influence from their homes and communities. Teachers serve as interceding
agents who assist students in overcoming obstacles toward achieving academic goals.
Efficacious teachers also develop parent–teacher relationships. They assist parents by
providing information and resources, conveying shared visions and norms for student
success (Belfi et al., 2015).
Leaders of intentional relationships within a college-bound school culture share
resources and information that solidify students’ aspirations, provide academic support,
and aid in college planning that demystifies the process leading to college access. The
intentionality of establishing a college-going culture is evidenced through how the staff
builds support networks, disseminates information, shares resources, and participates in
college-planning interactions with students. Social capital elements consist of counselors,
teachers, and mentors who reinforce college expectations through college talk. Both
college expectations and college talks are variables with a significant impact on students’
college enrollment (Bryan et al., 2018).
Access to social capital is a key determinant on whether students enroll in college,
especially for Black and Latino students from disadvantaged backgrounds who continue
to lag behind their White economically advantaged peers. Black and Latino students are
less likely to have access to the social capital necessary for navigating the transition from
high school to college. Leaders of the high school environment can play a role in shaping
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student outcomes when successfully transitioning from college ambitions to college
enrollment (Hill et al., 2014).
Social Capital and Resilience
Social capital has dual roles in an organization. Social capital can be viewed as an
individual asset developed from personal relationships and access to social resources.
Social capital can also be a characteristic of a community, as seen through trust among
members, participation of members within the community, and reciprocity and collective
actions among participants. Leaders of community social capital can cultivate a civic
identity and sense of belonging to foster solidarity with members of a community.
Additionally, leaders of community social capital establish norms of cooperation,
obligation, and confidence that commitment is mutual (Ledogar & Fleming, 2008).
Resilience is subsumed within the social capital construct. Resilience is defined as
the positive adaptation considering adversity. The definition of resilience shares similar
properties to social capital as it can be applied to an individual and community.
Researchers have defined community resilience as the capacity to absorb disturbances,
regroup while experiencing changes, and maintain the integrity of key structures and
elements (Ledogar & Fleming, 2008).
The concept of resilience in the educational arena is related with student
behavioral and mental attitudes associated with academic resilience. Resilience is
characterized by persistence, motivation, confidence, and social intelligence. School
leaders support resilience in students through social–emotional development. Resilience
is fostered through raising students’ self-esteem, promoting supportive peer relationships,
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and cultivating strong positive relationships between students and staff (Fergus et al.,
2014).
Leaders of academic resilience instill personal optimism, persistence, confidence
in one’s ability, and the attainment of social skills. Leaders of the student-centered
approach foster resilience by providing students with positive identities developed
through the school’s climate and culture. Leaders can foster a sense of belonging to the
school environment where students face culturally responsive curriculums, affirming
their cultural identities. Additionally, school leaders need to demonstrate a system of
fairness, developing social cohesion and bonding with students to members of the school
community (Fergus et al., 2014).
Community social capital is synonymous with collective efficacy. Researchers
have defined collective efficacy as the ability of a group to synchronize members of a
community toward desired principles. A significant component of collective efficacy is
social cohesion (Ledogar & Fleming, 2008).
Social capital and social cohesion are similar concepts as both include
components of shared values based on trust, challenges, hope, and reciprocity among
members. However, unlike social capital, which is both an individual and group
characteristic, social cohesion is a characteristic of a community or society (Klein, 2013).
Leaders of social cohesion impart a sense of collective identity by fostering mutual
support to generate belonging, providing a safe place, facilitating social networks, and
promoting inclusion and tolerance (Fonseca et al., 2019).
Leaders of social cohesion promote community engagement and mobilization
(Carrasco & Bilal, 2016). Leaders of cohesion to the school community encourage
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students’ academic engagement so that they are more willing to respond to academic
expectations. School leaders who foster resilient students set rigorous expectation by
providing high quality instruction combined with academic press to equip students with
the confidence needed to navigate current and future academic challenges (Fergus et al.,
2014).
Aligned with the academic rigor is the intentionality of the college readiness
component of the curriculum. School leaders design an infrastructure to create pathways
to college. School leaders foster environments where students value education and
believe in the value of going to college. Academic resilience is cultivated by providing
students with an academic identity, supporting students in their career aspirations.
Students view themselves as future college students, having the confidence to pursue
their goals and successful participation in college to achieve their ambitions. Students
with resilience have an internal mechanism needed to respond positively to challenges
that form negative experiences that may derail students from attaining their goals (Fergus
et al., 2014).
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Figure 1
Interaction of Theoretical Constructs on School Culture

The School to Prison Pipeline
The school to prison pipeline is characterized as the overrepresentation of
minority students, especially Black male students, in the juvenile and criminal justice
system. Several associated risk factors are linked to the school to prison pipeline.
Predictors that contribute to the school to prison pipeline trajectory for students include
poverty, family composition, lack of health care, and access to mental health services.
Educational factors include unsupportive cultural environments, underperforming
schools, and out-of-school suspensions. The path for the prison pipeline begins in school
settings where leaders dispense harsh punishments and disproportionate disciplinary
practices, most notably school suspensions (Smith, 2015).
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Leaders of the zero-tolerance disciplinary policy instituted it in the 1980s. Leaders
aimed to improve school safety, identified as a contributing factor to the school to prison
pipeline. Smith (2015) defined zero-tolerance policies as “consistently enforced
suspension and expulsion policies in response to weapons, drugs, and violent acts in the
school setting” (p. 126). President Clinton signed the Gun Free Schools Act (GFSA) by
U.S. Congress in 1994. The GFSA requested that state leaders would pass laws requiring
school district leaders to expel any student who brought a gun to school for a minimum of
one year. The adoption of the new policies was incentivized through a potential loss of
federal funding from a lack of compliance. By the end of 1999, zero-tolerance policies
were fully enforced throughout America’s schools (Smith, 2015).
The conventional wisdom assumption was that the zero-tolerance policy would
yield a safer school climate. Instituting disciplinary measures were intended to ensure
order and safety in the school setting and protect students. However, the zero-tolerance
policy, initially intended to remove disruptive students, became more expansive, with
leaders rendering harsher consequences for lesser disciplinary violations. Punishment for
violations to the code of conduct ranged from speaking too loudly in class to truancy
(Smith, 2015).
The longitudinal data of the zero-tolerance policy has revealed negative effects
for America’s students. Researchers have correlated school suspensions from the policy
with an increase in school dropout rates. Another unanticipated effect of the policy is that
it has resulted in an inequitable discriminatory application of punitive practices within
school settings, especially prevalent in under-resourced urban schools with populations
largely composed of Black and Latino students. Male students face harsher penalties for
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misbehaviors. Smith (2015) statistically linked out-of-school suspensions to negatively
impacting high school graduation rates, fostering criminal activity, and spurring future
incarceration rates for young men of color.
Black and Hispanic students are more likely to be suspended or expelled from
school for the same infractions committed by White students. They face greater
frequencies and harsher punishments in schools than White middle-class students. In the
U.S. public school system, Black male students are 3.5 times more likely to be suspended
or expelled than their peers. Similar disparities exist for Hispanics, Native Americans,
and students designated as English language learners. Nationally, Black students
constitute 18% of students but represent 39% of the expulsion rates and 42% of students
referred to law enforcement while in school. In addition, Black students, combined with
Hispanic students, comprise 42% of America’s student body, yet they represent 72% of
students arrested for school-related incidents (Mallett, 2016).
The adolescent incarcerated population comprises 68% minority youth and 87%
male youth, depicting an overrepresentation of minority male youth in the penal system.
Specifically, 60% of the nation’s adolescent detainees are Black, 33% are Hispanic, and
between 1% and 4% are American Indian or Asian. Black males are six times more likely
to be incarcerated than their White peers, and Hispanic youth are three times more likely
to be incarcerated than their White peers (Mallett, 2016). The predominance of
inequitable disciplinary practices has led to increased criminalization for youth, hence
fueling the school to prison pipeline (Smith, 2015). These statistics showed that the
failure of school leaders to meet the academic social–emotional needs of America’s
youth adequately had long-term consequences. Therefore, U.S. school leaders should
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provide appropriate interventions to support and address students’ successful transitions
into adulthood for all students.
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CHAPTER III
METHODOLOGY
College enrollment trends have increased in recent decades; however, the
literature on college enrollment has shown differences in college preparation for students
according to race, ethnicity, and social class. Minority students from disadvantaged
backgrounds continue to have lower college attendance rates than their peers from White
economically advantaged homes (Perna & Jones, 2013). Leaders of America’s
educational system must identify comprehensive college choice models to provide
equitable access among different social, economic, and ethnic groups for all students
(Perna & Jones, 2013).
Purpose of the Study
The purpose of the study was to identify and measure the influence of a school’s
organizational culture on the college-going mindset, attitudes, behaviors, and actions of
the student population. School culture researchers have not yielded explanations of how
these patterns and structures contribute to student outcomes, such as college enrollment
(Torres & Mitchell, 1998). The researcher identified factors embodied in the school
culture, including school-based capital that would shape students’ college choice
processes. The researcher examined the interactions between the organizational culture
and the impact it had on student college choice processes leading to college enrollment
decisions.
A Framework for Analysis of School Culture
Hoy (1990) explained that school climate and culture would provide a
comprehensive perspective for understanding the effectiveness of school organizations.
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However, researchers have used these terms indiscriminately in educational literature;
thus, Hoy argued that the two concepts had two distinctive views of school life, thereby
requiring different research methodologies. Hence, researchers interested in studying
school climate as an independent variable can employ quantitative techniques and
multivariate analyses to categorize patterns of behaviors among members within an
organization (Hoy, 1990).
Conversely, school culture is depicted through a pattern of basic assumptions and
shared worldviews by members used to craft culture and identity. At the core of school
culture is its mission actualized through shared values, behaviors, and norms. According
to Hoy (1990), researchers can conceptualize school culture to gain a more analytical and
philosophical view due to its anthropological and sociological nature than before.
Although there is a limited body of empirical research on school culture, researchers have
developed frameworks for analyzing school culture to analyze effective schools. As
researchers seek to identify social structures and meaning within the organizational
structure, they can use qualitative methodologies to provide thick descriptions needed to
record the culture of a school (see Hoy, 1990).
Research Questions
1. How does the high school’s organizational culture facilitate social norms of a
college-going culture?
2. How do the high school structures contribute to the college choice process for
students?
3. How is school-based social capital cultivated within the school culture?
4. How is the college-linking process facilitated within the school organization?
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Study Design
A grounded theory methodology was used to address the research questions. I
used a qualitative design to address the influence and impact of the school culture on its
students’ college choice processes. The rationale for the study was to obtain a
comprehensive view of the school culture and how leaders fostered a college-going
habitus for individual students and the organizational culture (Griffin et al., 2012).
I collected data for this portion of the study from a focus group. This
methodology was intended to gain insights to the groups’ beliefs and experiences of the
school’s culture. Morgan and Krueger (1998) established the specific guidelines for a
research design. The Focus Group Kit outlined the research procedure for executing,
planning, and developing questions while moderating, collaborating, analyzing, and
reporting stages (Morgan & Krueger, 1998).
The focus group research design was selected because of the rich information
provided by focused group discussions. The use of focus group research design was
based on a three-pronged set of goals for this study. The first objective of the study was
to explore the influence of the culture on the school’s participants. The second objective
was to provide an in-depth view of participants’ thoughts and experiences in relation to
school culture. The third goal was to identify and interpret the topics generated during the
discussions (see Morgan & Krueger, 1998).
Population and Sample Participants
The participants selected for this study included members of the YMCPA located
in Brooklyn, New York. I used a purposive sampling strategy to gain in-depth insights of
the school’s culture. A purposive sample is a non-probability sample. Unlike probability
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sampling, where the goal is to generalize statistical results, the goal of purposeful
sampling is to assist an investigator in discovering and gaining insights of specific cases
(Merriam, 2009). The power of purposive sampling is in the information-rich inquiry that
leads to an understanding of issues of central importance in a specific case (Patton,
2015).
In this study, the specific case was the school culture. A homogeneous purposive
sample was used to conduct group interviews. The homogeneous grouping was used to
foster compatibility of the participants and promote productive discussions. Additionally,
I used separate homogenous groups to create an opportunity for comparing the
perspectives and experiences across the groups (see Morgan & Krueger, 1998).
Rationale for Selection
According to Peterson and Deal (2011), school culture exists in the unwritten
rules encompassing a school’s values and norms. The culture shows a set of expectations
that shapes members’ mental maps and patterns of behaviors through their daily
participation in the organization’s activities and work. A school’s members shape,
cultivate, sustain, or alter shared values of the shared mission. School leaders, faculty,
students, and parents are material contributors to school culture (Peterson & Deal, 2011).
The selection criteria for participation in the study were based on the potential to provide
information-rich experiences of the school setting (see Morgan & Krueger, 1998).
Group Criteria
Based on the rationale, there was a total of four focus groups:
1. Group A included school administrators who meet the study participation
criteria. This group included YMCPA’s executive cabinet members. In
addition, members of this group included school-based administrators who
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must hold valid New York State Certifications in school- or building-level
leadership. The final condition for selection of school building administrators
was that they were certificated in the current administrative role.
2. Group B included teachers, department chairs, and guidance counselors who
must meet the study participation criteria. They must hold valid New York
State Certifications for the current position.
3. Group C included alumni who must meet the study participation criteria.
Participating students should be graduates of the YMCPA within the past 2 to
5 years.
4. Group D included parents of alumni designated as legal guardians for alumni
who graduated within the last 2 to 5 years.
Each focus group consisted of four to six participants to gain in-depth insights
about their experiences of school culture. The smaller group shared greater amounts of
information while giving all participants ample time to discuss experiences and details of
personal importance (see Morgan & Krueger, 1998).
The Recruitment Process
Participation in the study occurred in a systematic method. I provided the criteria
for each of the four focus groups to the YMCPA Foundation. The participants were
randomly selected from each list for invitation to participate in the focus group to
minimize bias (see Morgan & Krueger, 1998). I solicited prospective participants during
regularly scheduled public meetings at the high school, including parent–teacher
association meetings and student town hall meetings.
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I presented a 5- to 7-minute presentation as an invitation for prospective
candidates. An informational letter was distributed, and volunteers could sign up by
providing their contact information. Each potential candidate received a letter containing
a brief introduction, a description and purpose of the study, the roles and responsibilities
of participants, and the location and time needed for availability to participate.
For student candidates less than 18 years of age, a letter of consent was provided
to each parent. Each returned consent form must be submitted with a signature from both
the parent and student. An oral script was read to the students before providing consent
for participation. A formal reminder letter was sent out approximately 2 weeks before the
focus group research session, allowing me ample time to solidify the number of
participants needed for each group. As an incentive for participation, focus group
participants were provided a light meal before the actual focus group session (see Morgan
& Krueger, 1998).
I over-recruited by at least two members per group to minimize the potential
impact of the focus group size of no-show candidates. Two weeks before the study, a
second confirmation email was sent to ensure each participant was available to
participate. I followed up accordingly within 1 week and 24 hours before the focus group
session (see Morgan & Krueger, 1998).
The focus group session occurred outside of the instructional school schedule to
avoid interference with the educational program. The focus group session occurred in the
school library due to the appropriateness of the space needed, as it had the necessary
furniture of tables and chairs, access to electrical outlets for recording equipment, and
reduced noise levels to mitigate distraction (see Morgan & Krueger, 1998).
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Data Collection Procedure
Data collection was conducted through group interviews conceptualized as a
purposeful conversation. The interview represented a tactical means of data collection
that could not be gathered through observed behaviors. Researchers can use interviews to
gain insights into individual perspectives, feelings, and past experiences (see Merriam &
Tisdell, 2016).
The audio-taped focus group sessions were transcribed verbatim. The transcripts
were analyzed using a qualitative data software program. The information was coded and
described to classify the data into categories that served as a basis for theme
development. The findings were evidenced through rich descriptions with specific data
points from the focus group interviews. I followed question consistency among the focus
groups to attain theoretical saturation of the data where there was reduced variation or no
new information from the participants (see Creswell & Plano Clark, 2018).
The interview protocol was in a semi-structured format, containing a mix of
structured and less structured questions. However, there was no formal adherence to a
predetermined order or wording. The questions were prewritten in the interview guide
used to focus and facilitate the group discussions (see Merriam & Tisdell, 2016). During
the interview process, the questions were provided in both oral and written forms.
Question development for the focus group interviews was paralleled with
questions from Peterson and Deal (2011). Additional questions were derived from the
school culture/school-based capital literature in accordance with question guidelines by
Morgan and Krueger (1998).
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The second component of the data collection process included audio-taping each
focus group interview. I used audio recording to capture each respondent’s input during
the discussion accurately. A verbatim transcription of the focus group interviews was
performed to assist in creating a database for analytic purposes. A professional
transcriber was retained to facilitate the data analysis process. However, I verified the
transcribed document to ensure accuracy of the transcript to focus on analysis instead of
transcribing (see Merriam & Tisdell, 2016).
I provided a written summary of key points to the participants as a post focus
group verification. The feedback from the participants, in combination with sufficient
data, provided verifiable and objective evidence that supported concept development (see
Morgan & Krueger, 1998).
Data Analysis
The grounded theory methodology is a qualitative research design where a
researcher uses a comparative data analysis method to generate tentative categories. The
researcher can then compare and cluster such to derive hypotheses and theories (Merriam
& Tisdell, 2016). I followed such a process for data analysis.
The transcriptions were analyzed using the MAXQDA software program. Using
the transcripts, I used initial coding to identify and label phenomena that re-appeared in
sections of the text with descriptive codes. This information was reviewed, repeatedly
looking for specific codes or combinations of codes through an intermediate coding
procedure. Axial coding enabled fracturing and re-assembling the data in multiple ways
(see Morgan & Krueger, 1998).
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The quality and rigor of a grounded theory research is predicated on the expertise
of the researcher, methodological congruence with the research question, a systematic
approach, and procedural precision of data management strategies (Morse, 2007).
Therefore, the grounded theory research design was the optimal approach for data
analysis for this study. I used a grounded theory methodology to provide a systematic
multistage approach that included the following sequence: purposive and theoretical
sampling, concurrent collection of data, initial coding and categorization of data,
intermediate coding, comparative analysis, theoretical saturation, and finally, theoretical
integration developed into a grounded theory (Birks & Mills, 2012).
I used the purposeful sampling of participant groups during the initial data collection
phase to provide for concurrent data collection from which preliminary codes and
categories were developed. A constant comparative analysis using these data showed
multiple proved or disproved hypotheses, leading to refining data into categories (Birks
& Mills, 2012).
The theoretical sampling was conducted with a new group of participants,
recruited at the same time as the initial group. The purpose of this process was to identify
relationships, find gaps in the current data set, saturate categories, and uncover new
insights. Following this process, the intermediate coding process was used to develop and
link categories together through continued comparative analysis to identify a core
category (see Birks & Mills, 2012).
Advanced coding was the process that led to theoretical integration, where the
culminative analyses occurred through the synthesis and integration of categories. I used
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theoretical integration to provide a comprehensive explanation of the phenomenon and
presentation of a grounded theory (see Birks & Mills, 2012).
Validity
Internal validity is the extent to which the research findings are credible. I
pretested the questions from the study, A School Leadership Team, which had similar
demographic characteristics of the urban school with similar demographics. I used the
pilot to ensure question clarity for the participants. Internal validity was established using
triangulation of responses from each of the focus groups (see Merriam & Tisdell, 2016).
Additionally, validity was addressed by checking interpretations with the focus group
participants and by clarifying my biases and assumptions. External validity refers to the
generalizability or the extent to which transferability of the findings can be applied to
other situations from the context of the rich, thick data yielded in the study (see Merriam
& Tisdell, 2016).
Reliability
Reliability is the extent to which there is consistency in the findings. Reliability
was addressed by the details of how the study was conducted and how these data
informed the findings of the study. The research questions were administered to two sets
of parallel or similar participants groups. The questions were based on the participants’
experiences in the different focus groups. For example, questions for the student
participants might be equivalent but slightly varied to ensure clarity and comprehension
over questions asked of school administrators (see Morgan & Krueger, 1998).
Additionally, reliability was enhanced by the underlying theory and assumptions used in
the explanation of the findings (see Merriam & Tisdell, 2016).
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Credibility and Ethics
The credibility of a study was contingent on the trustworthiness of the study.
Likewise, the credibility of the researcher lied within the ethical way the study was
conducted and disseminated (see Merriam & Tisdell, 2016). I used Patton’s (2015)
guidelines for addressing ethical issues. The guidelines included explaining the purpose
of the study by including methods and evaluation protocols in clear and understandable
terms. Another aspect of ethical conduct was to avoid making promises to the
participants for joining the study and letting them know why their participation was
necessary. The participants were not prompted or pushed to provide information that
would cause discomfort or harm (see Patton, 2015).
The risk assessment was an essential component of the ethical code to ensure that
participants were not put at risk during the study. Thus, it was important to remain
upfront about reasonable promises of confidentiality by explaining specific information
that could not be protected, such as illegal issues or instances of abuse. In addition,
anonymity was built into the study for focus group participants by assignment of
alphanumeric symbols (see Patton, 2015).
Informed consent was obtained for each participant in written form, containing
their signatures and parents’/guardians’ signatures for student participants less than 18
years old. The study was conducted according to the Institutional Review Board’s
guidelines and requirements (see Patton, 2015).
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CHAPTER IV
RESULTS
This chapter contains the presentation of the results of this study. The results were
derived from the methodologies of a grounded theory research design. The sample of the
study consisted of eight groups of members of the YMCPA located in an urban
neighborhood in New York State. The members participated in one of eight focus group
discussions for the purposes of data collection. Four groups of members (Administrators
Case 1, Alumni Case 1, Parents Case 1, and Teachers Case 1) were assigned to Case 1
and the other four groups (Administrators Case 2, Alumni Case 2, Parents Case 2, and
Teachers Case 2) were assigned to Case 2. The focus group data were analyzed within
and between cases using a systematic multistage approach (Birks & Mills, 2012). The
final outcome of the analysis was a theoretical integration developed into a grounded
theory.
The purpose of this grounded theory study was to identify and measure the
influence of school’s organizational culture on the college-going mindset, attitudes,
behaviors, and actions of its student population. I examined the school culture of an urban
New York high school that has a track record of proven academic achievement with
economically disadvantaged young men of color. Specifically, I identified the school’s
organizational practices that contributed to its students’ attitudes, actions, and decisions
that shape the college choice process leading to actualization of college enrollment. The
research questions that guided this study were:
1. How does the high school’s organizational culture facilitate social norms of a
college-going culture?

61
2. How do the high school structures contribute to the college choice process for
students?
3. How is school-based social capital cultivated within the school culture?
4. How is the college-linking process facilitated within the school organization?
Sample of the Study
The sample of the study consisted of members of the YMCPA located in a large
city in the northeastern United States. The members were categorized into two cases. The
two cases involved four groups of stakeholders. The groups were: administrators, alumni,
parents, and teachers. The stakeholder groups were further divided into Administrators
Case 1 (n = 4), Alumni Case 1 (n = 8), Parents Case 1 (n = 5), Teachers Case 1 (n = 5),
Administrators Case 2 (n = 3), Alumni Case 2 (n = 5), Parents Case 2 (n = 3), and
Teachers Case 2 (n = 3). Table 1 contains the groupings of the participants.
Table 1
Participant Groups
Stakeholder group
Administrators Case 1

Case 1
A1, A2, A3, A4

Alumni Case 1

S8, S3, S2, S1, S7, S6, S5, S4

Parents Case 1

P2, P1, P4, P5, P3

Teachers Case 1

T4, T5, T2, T3, T1

Case 2

Administrators Case 2

A5, A7, A6

Alumni Case 2

S9, S13, S12, S11, S10

Parents Case 2

P8, P6, P7

Teachers Case 2

T6, T8, T7

Data Collection and Data Analysis Procedures
This section contains the procedures applied to the systematic multistage
approach in a grounded theory design (Birks & Mills, 2012). The approach included the
following sequence: theoretical sampling, concurrent collection of data, initial coding and
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categorization of data, theoretical sampling, comparative analysis, intermediate coding,
theoretical saturation, and finally, and theoretical integration developed into a grounded
theory (Birks & Mills, 2012).
Data Collection
The data collection phase consisted of the sequences in purposive sampling,
concurrent collection of data, and initial coding and categorization of data. Purposive
sampling was applied during the first phase of data collection. Purposive sampling
entailed the selection of participants who met the inclusion criteria in order to minimize
bias and enhance the collection of in-depth information. The inclusion criteria for each
stakeholder group included the following:
1. Administrators Group: School administrators who meet the study participation
criteria. This group may include Young Men’s College Preparatory Academy
Foundation Executive Cabinet members. In addition, members of this group
may include school- based administrators who must hold valid New York
State Certification in school or building level leadership. The final condition
for selection of school building administrators is that they are certificated in
the current administrative role.
2. Alumni Group: Alumni must meet the study participation criteria.
Participating students should be graduates of the YMCPA within the past 2–5
years.
3. Parents Group: Parents of alumni are designated as being legal guardian for
alumni who graduated within the last 2–5 years.
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4. Teachers Group: Teachers, Department Chairs, and Guidance Counselors
must meet the study participation criteria. They must hold valid New York
State Certification for the current position.
The concurrent collection of data refers to the simultaneous facilitation of
succeeding focus groups and analysis of preceding focus group data. Beginning the
analysis process immediately after the focus group session and before the start of the next
focus group allowed me to formulate general concepts in the social process of YMCPA’s
organizational culture influencing the college-going mindset, attitudes, behaviors, and
actions of its student population. As the grounded theory research design entailed a
constructivist approach, the concurrent collection of data allowed me to build upon the
general concepts from the first focus group.
In this phase, the data analysis applied to the focus group data was initial coding.
A complete list of codes is provided in Appendix H. Initial coding entailed the use of a
qualitative data analysis software to highlight relevant texts and assign them into small
units of meanings or descriptive codes. For instance, in the first focus group with
Administrators Case 1, A1 stated, “Making sure that there is an intentionality in the
intersection and connection between all of the adults who interface with our young men,
and that there's a level of alignment to a common outcome.” In this statement, the
participant described an alignment among the involved members of YMCPA to attain a
goal. Thus, this statement was highlighted and assigned in the code with the descriptive
label alignment among the involved members.
From these initial codes, connections were identified to complete the
categorization in the axial coding process. Axial coding is the process of grouping the
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codes from the open coding process into categories, which may be either new categories
that encompass multiple codes or may be based on a code from open coding. The
categorization of codes is facilitated by constant comparison of open codes, wherein
those codes are compared for similarity and placed in the same category or, if determined
to be different, different categories. Appendix H shows the categories resulting from the
axial coding.
Data Analysis
The data analysis phase of the sequence involved: theoretical sampling,
comparative analysis, intermediate coding, theoretical saturation, and theoretical
integration developed into a grounded theory. A new group of participants (Case 2) was
introduced to the study to enact theoretical sampling. Data from Case 2 were analyzed
separately following the initial coding and categorization applied in Case 1 data. Next,
comparative analysis and intermediate coding were performed to create link categories
that served as the basis for the overarching themes and core category. Cross-case analysis
of Case 1 and Case 2 themes revealed commonalities between the two groups of
participants such that theoretical saturation was reached when no new themes emerged
from the comparison of the two groups. The within- and between-cases coding matrix is
provided in Appendix I. The most common themes were developed as overarching
themes and the core category. The identification of overarching themes and the core
category completed the process of theoretical integration. The themes and core category,
as well as the resulting theory, are presented in the following section.
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Results
This section contains the presentation of the results of this grounded theory. The
results generated from Case 1 and Case 2 are first presented separately. Then, the
overarching themes from the cross-case analysis are provided. The overarching themes
that resulted from the analysis were: Theme 1: identifying a clear mission to unify the
goals of YMCPA, Theme 2: providing tools and resources for postsecondary success, and
Theme 3: building social cohesion through school culture. The core category included
postsecondary success as promoted by the YMCPA.
Case 1 Results
Case 1 consisted of data collected from four focus groups. The Administrators
Case 1 group consisted of four participants, the Alumni Case 1 group had eight
participants, the Parents Case 1 group had five participants, and the Teachers Case 1
group had five participants. Table 2 contains an overview of the themes and subthemes
along with the number of supporting references that were generated from the Case 1 data.
Table 2
Case 1 Themes and Subthemes Overview

Themes and subthemes
Theme 1: Identifying a clear mission to unify the
goals of YMCPA
Theme 2: Providing tools and resources for
postsecondary success
Subtheme 1: A team of human resources with distinct
tasks and aligned goals
Subtheme 2: Tools and non-human resources
Theme 3: Building social cohesion through school
culture
Subtheme 1: Promoting a sense of belongingness to a
community of excellence for young men of color

Number of supporting references
Administrators Alumni
Parent
Teachers
Case 1
Case 1
Case 1
Case 1
15

2

5

5

16

9

10

8

13

6

10

7

5
31

3
24

0
35

1
32

5

7

8

10
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Subtheme 2: Normalizing attending college as a path
for young men of color
Subtheme 3: Promoting student success through a
culture of excellence

15

6

10

12

13

11

18

12

Focus group data collected from Case 1 participants revealed three themes that
identify and measure the influence of YMCPA’s organizational culture on the collegegoing mindset, attitudes, behaviors, and actions of its student population. Theme 1 was
identifying a clear mission to unify the goals of YMCPA, Theme 2 was providing tools
and resources for postsecondary success, and Theme 3 was building social cohesion
through school culture. The subthemes (a) a team of human resources with distinct tasks
and aligned goals and tools and (b) non-human resources emerged under Theme 2. The
subthemes (a) promoting a sense of belongingness to a community of excellence for
young men of color, (b) normalizing attending college as a path for young men of color,
and (c) promoting student success through a culture of excellence emerged under Theme
3.
Case 1 participants generally perceived that YMCPA had a single goal, which
was to promote postsecondary success among young men of color. In order to achieve
this goal, the participants tended to believe that members of the community needed to
have a clear unifying mission. According to most of Case 1 participants, the mission of
YMCPA explicitly indicated the need for opportunities specific to the needs of young
men of color to change their life trajectories. P2 shared the following:
Well, I feel like the Academy exists and was started because they saw a need for
so many African American males to proceed and make something out of their
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lives. It was so many of them who were getting chopped up going to prison or just
joining gangs.
Specifically, all four focus groups had a discussion on how young men of color
were perceived to have needs that may not be addressed by the traditional school system.
Participant A1 revealed the following:
But I think that the notion that the premise of The Academy, and how it was
developed in design was based on the notion of creating spaces and opportunities
to put elements into a traditional educational setting, that were not there in
traditional school settings, or were not there sufficiently for young men of color.
Among the four groups in Case 1, the administrator group shared the most
number of references in relation to the mission of YMCPA. The majority of the
administrators in Case 1 shared that the mission of YMCPA was to address the needs of
middle school to high school young men of color, with the ultimate objective of
extending the aid at a national level. Participant A3 stated, “My friendly amendment to
that would be to not just do it within our network of schools, but also to take these
practices nationally, so that other communities can also be impacted.” Participants A2
and T5 also discussed their “external” work that upheld the Academy’s mission.
Participants in Case 1 also generally perceived that YMCPA was providing tools
and resources for young men of color to achieve postsecondary success. The
administrators group, alumni group, and teachers group generally shared the
contributions of the college counselor into achieving this goal. The three groups of
participants generally perceived that the college counselor provided assistance to college
application, especially in non-academic factors that would help the students’ acceptance.
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The parents’ group had no contributions about the college counselor but generally
perceived that the Academy was providing the tools and resources for parents to be
involved in their children’s education. All four participant groups in Case 1 shared that
parents were needed to reinforce the values promoted in the Academy. Parents were
provided with education through workshops and seminars, usually conducted on
Saturdays, to be knowledgeable about postsecondary success.
In terms of non-human resources, the alumni group and teacher group generally
perceived that YMCPA provided opportunities for postsecondary success through
building and maintaining relationships. The relationships mentioned here were the
external partnerships with firms and organizations to connect the students to slots for
scholarships or internships.
Overall, Case 1 participants generally perceived that identifying and measuring
the influence of YMCPA’s organizational culture on the college-going mindset, attitudes,
behaviors, and actions of its student population were based on the school culture and
group identity created in the Academy using the model devised by the school to
operationalize its mission. The emphasis within this model was the sense of community,
normalizing attending college, and a culture of excellence.
The administrators group generally reiterated establishing the sense of
belongingness in the community through the “house system” and the rituals and
ceremonies that celebrate milestones and successes of the brothers. The alumni group,
parent group, and teacher group provided a more generalized perception of brotherhood
formed inside the Academy and maintained after the student has graduated.

69
All four participant groups contributed to the perception that the Academy
normalizes young men of color attending college. The participants generally perceived
that the Academy promoted college through anecdotal stories of success as told by
former Academy students and through establishing a clear goal of attending college from
the moment a young man of color enters the Academy. The students were also generally
provided with a step-by-step guide to college application.
Lastly, YMCPA was generally perceived by all participant groups to promote a
culture of excellence in terms of academics and beyond. All four participants groups
reported that the core values were incorporated in the students’ daily lives in the
Academy, and that the students recited the “Invictus” on a daily basis to instill young
men of color’s belief in themselves. Furthermore, the majority of the participants
perceived that the Academy was a platform for young men of color to excel. The young
men of color were prepared to be well rounded in terms of skills and be competent as a
member of society that contributes to the social capital.
Case 2 Results
Case 2 results were derived from the data collected from four focus groups. The
four focus groups were Administrators Case 2, Alumni Case 2, Parents Case 2, and
Teachers Case 2. The Administrators Case 2 group had three participants, the Alumni
Case 2 group had five participants, the Parents Case 2 group had three participants, and
the Teachers Case 2 group had three participants. Table 3 contains an overview of the
themes and subthemes with the number of supporting references from each Case 2 focus
group.

70
Table 3

Case 2 Themes and Subthemes Overview
Number of supporting references
Themes and subthemes
Theme 1: Identifying a clear
mission to unify the goals of
YMCPA
Theme 2: Providing tools and resources
for postsecondary success
Subtheme 1: A team of human
resources with distinct tasks and
aligned goals
Subtheme 2: Relationships and
Leadership
Theme 3: Building social cohesion
through school culture
Subtheme 1: Promoting a sense of
belongingness to a community of
excellence for young men of color
Subtheme 2: Normalizing attending
college as a path for young men of
color
Subtheme 3: Promoting student
success through a culture of
excellence

Administrators
Case 2
1

Alumni Case
2
6

Parent Case 2
1

Teachers
Case 2

11

4

12

17

11

4

12

15

0

0

1

2

31

39

19

32

7

12

9

6

12

13

5

18

14

15

5

11

4

Case 2 participants generally perceived that influence of YMCPA’s
organizational culture on the college-going mindset, attitudes, behaviors, and actions of
its student population was impacted by Theme 1: identifying a clear mission to unify the
goals of YMCPA, Theme 2: providing tools and resources for postsecondary success,
and Theme 3: building social cohesion through school culture. Theme 1 focused on the
participants’ general perceptions of the goals of the Academy in order to uphold the
mission. Theme 2 involved the subthemes (a) a team of human resources with distinct
tasks and aligned goals and (b) effective leadership. Theme 3 included the subthemes (a)
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promoting a sense of belongingness to a community of excellence for young men of color
through rituals and ceremonies, (b) normalizing attending college as a path for young
men of color, and (c) promoting student success through a culture of excellence.
Case 2 participants generally perceived that YMCPA had a single goal of
promoting postsecondary success to young men of color in the local community. The
mission of the Academy was then to provide opportunities specifically for young men of
color to thrive in. According to the alumni group, YMCPA provided the opportunities for
young men of color through additional education about “intentional and unintentional
pitfalls” (Participant A7) this population might encounter. Participant S11 stated the
following:
It seems like, that [brotherhood] you won't find in a traditional high school,
because in a traditional high school, while they try to support the students, it's
usually done in a general sense, right? There's not a specificity on it. It's more
like, we want you to succeed, and we want you to do good, but there isn't a
particular mission other than just general, you know. The Academy really made it
a pressing issue that, we're young men of color, we're going to have natural
challenges in the society as a result of that. We need to place a lot of emphasis on
brotherhood and togetherness.
Case 2 participants perceived that the academy provided a network of community
members with certain tasks and aligned goals to address the needs of young men of color
to have postsecondary success. Participant P6 emphasized, “You know how they truly
say it takes a village to raise a child … we truly are that village. I am truly, really happy
with the Academy … we're really blessed to have that school in our community.” The
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administrator, alumni, and parent groups reiterated the contributions of the college
counselor to the “village.” The participants generally believed that the college
counselor’s task involved providing a step-by-step guide to college acceptance. The
administrator, parent, and teacher groups also generally reported that the Academy highly
encouraged parents to be involved in their children’s education and college application.
The majority of the administrators and teachers shared that the Academy was making
parent involvement easier through providing accessible information. Additionally, the
parent and teacher groups generally believed that the Academy had an effective
leadership, which was a non-human factor in the Academy’s tools and resources to
promote postsecondary success of the students.
In terms of the school culture and group identity contributing to the students’
postsecondary success, the participants generally perceived that the Academy promoted
brotherhood in the community through rituals and ceremonies. The rituals and
ceremonies (e.g., libation ritual, changing of tie, town hall) enhanced the sense of
belonging with the brothers, as well as showed the excellence of young men of color
through celebrating milestones and successes. The Academy was also generally
perceived to normalize young men of color attending college. All of the participant
groups emphasized that the Academy used anecdotal stories of postsecondary success
shared by “older brothers” to encourage “younger brothers” to pursue postsecondary
education. The Academy also explicitly clarified from the beginning of entering the
Academy that the student’s goal was to attend college. All of the participant groups
shared that the Academy made intentional efforts to provide a step-by-step guide for
students to achieve this goal. Along the way to postsecondary success, all four participant
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groups reported that the Academy fostered a culture of excellence through wellroundedness. The participants generally believed that the Academy did not just hone
academic skills to meet college entrance exam scores but also developed one’s character
in order to contribute to the local community.
Cross-Case Results
The cross-case results involved constant comparative analysis of the codes and
themes that emerged from Case 1 and Case 2 data. The analysis revealed three
overarching themes, which were: Theme 1: identifying a clear mission to unify the goals
of YMCPA, Theme 2: providing tools and resources for postsecondary success, and
Theme 3: building social cohesion through school culture. No subthemes emerged under
Theme 1. The subthemes that emerged under Theme 2 included (a) a team of human
resources with distinct tasks and aligned goals and tools and (b) non-human resources.
The subthemes that emerged under Theme 3 included (a) promoting a sense of
belongingness to a community of excellence for young men of color, (b) normalizing
attending college as a path for young men of color, and (c) promoting student success
through a culture of excellence. Table 4 shows a brief overview of the overarching cross
case, Case 1, and Case 2 themes and subthemes.
Table 4
Overview of Overarching Themes and Subthemes
Overarching cross-case themes
and subthemes
Theme 1: Identifying a Clear
Mission to Unify the Goals of
YMCPA
Theme 2: Providing Tools and
Resources for Postsecondary
Success

Case 1 themes and subthemes
Theme 1: Identifying a clear
mission to unify the goals of
YMCPA
Theme 2: Providing tools and
resources for postsecondary
success

Case 2 themes and subthemes
Theme 1: Identifying a clear
mission to unify the goals of
YMCPA
Theme 2: Providing tools and
resources for postsecondary
success
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Subtheme 1: A Team of Human
Resources with Distinct Tasks
and Aligned Goals
Subtheme 2: Tools and
NonHuman Resources
Theme 3: Building social
cohesion through school culture
Subtheme 1: Promoting a Sense
of Belongingness to a
Community of excellence for
young men of color
Subtheme 2: Normalizing
Attending College as a Path for
Young Men of Color
Subtheme 3: Promoting student
success through a culture of
excellence

Subtheme 1: A team of human
resources with distinct tasks and
aligned goals
Subtheme 2: Tools and nonhuman
resources
Theme 3: Building social
cohesion through school culture
Subtheme 1: Promoting a sense
of belongingness to a community
of excellence for young men of
color
Subtheme 2: Normalizing
attending college as a path for
young men of color
Subtheme 3: Promoting student
success through a culture of
excellence

Subtheme 1: A team of human
resources with distinct tasks and
aligned goals
Subtheme 2: Relationships and
Leadership
Theme 3: Building social
cohesion through school culture
Subtheme 1: Promoting a sense
of belongingness to a
community of excellence for
young men of color
Subtheme 2: Normalizing
attending college as a path for
young men of color
Subtheme 3: Promoting student
success through a culture of
excellence

Theme 1: Identifying a Clear Mission to Unify the Goals of Young Men’s College Preparatory
Academy High School
Theme 1 refers to the participant groups' emphasis on the Academy having a
single mission, which is to provide opportunities for young men of color to pursue
postsecondary success. In both Case 1 and Case 2, most of the participant groups
perceived that YMCPA provided opportunities for postsecondary success specific to the
population of young men of color in the local community. Case 1 participants mostly
added that the Academy also engaged in external work to expand the mission to a
national level. Nonetheless, both cases revealed that the mission of YMCPA involved
compensating for what traditional schools did not provide in terms of young men of
color’s postsecondary success, as well as preparing young men of color to face challenges
uniquely experienced by their population. Participant A7 elaborated with the following:
We’re very transparent with the young men about all the great things that college brings,
and all the, you know, wonderful experiences that I had of them, but we are also
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transparent with them about the pitfalls, and just some of the things that they may
encounter, intentionally or unintentionally.
The majority of the participants perceived that the mission of the Academy in
providing opportunities for postsecondary success for young men of color addressed a
need that existed in the community. The need stemmed from changing the life trajectories
of the young men of color such that they were inclined to achieve success in college
and/or in their chosen profession. The academy supported young men of color during
their middle school and high school years, providing actionable solutions to address the
growing achievement gap between the minority and majority groups. Participant A2
explained the following:
Without saying verbatim what the actual mission is, the mission of our work, is to
educate young men in inner city environments to help change their life trajectory,
to support them through middle school and high school with the objective of
postsecondary success, whether that be through college or profession.
Participant T5 added, “Typically, students are coming from low-income
neighborhoods, and we invest in them in a way so that they can go on…to become an
[empowered] young man – young Black men. Just create some positive outcomes for
themselves.” Moreover, the young men of color within the particular community also
came from different home structures and family dynamics. As such, Participant P6
believed that the mission and goals of the academy entailed:
Well, to me the school's mission is to make sure that all of our young men go to
college …. The Academy prepared them every step of the way. On dress
appearance, how to speak, your writing, your structure, and unfortunately the way
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to present yourself in case a cop approaches you, is very serious. And, you know,
I appreciate them a lot, but that especially if the male figure is not present in the
guy's family.
Overall, the participants in all eight focus groups generally believed that YMCPA
had a single mission, which was to increase the chances of young men of color’s
postsecondary success. With a clear, single mission, the majority of the participants
perceived that the Academy was effective in laying out achievable goals and actionable
solutions to problems and aiding young men of color achieve those goals. The Academy
also provided supplementary assistance on top of the academic requirements when
attempting to change young men of color’s life trajectories. The participants generally
perceived that the mission, goals, and solutions presented by the Academy were unique to
the needs of the young men of color.
Theme 2: Providing Tools and Resources for Postsecondary Success
Theme 2 refers to the tools and resources YMCPA intentionally sourced and
allotted specifically for the community of young men of color in middle school to high
school. The tools and resources included human and non-human resources. The human
resources with tasks and aligned goals are detailed in the first subsection. The non-human
resources are described in the second subsection.
Subtheme 1: A Team of Human Resources with Distinct Tasks and Aligned
Goals. One of the tools and resources is the human resources. Human resources consisted
of a team of stakeholders in and out of the academy. Team is a crucial term in this theme
such that the groups of stakeholders needed to work together towards the common goal of
young men of color's postsecondary success. Participant T8 articulated the following:

77
So, it's really all hands on deck, right? Everyone's involved with each of our young men’s
success, and that starts from the time that they walk into the school building. Our
secretaries, the people in the main office are involved. Parents are involved, teachers are
involved, like everyone, everyone's involved in ensuring that every young man is
successful, and that they have opportunities… This work cannot be done in isolation.
This work, and truly, it needs to be done in a collaborative manner, it is really important
that we engage parents, family members, if we will ever, can serve as a support system
for that student. So, we engage everyone in a conversation, and the student is at the
center of the conversation, when we have meetings about a student is not a just talking
about the student the same way.
The “team” members were tasked with their roles in the students’ postsecondary
success. The roles of the members were distinct yet aligned to accomplishing the goals
relevant to sending the students to college. Participant A1 expressed the following: We
leverage the social capital and the social relationships that people have beyond the
immediate school space. And so, when we talk about in support of the college mission,
we lean on our staff to talk about their alumni networks, we lean on our students and
families to connect to other spaces, we lean on the personal rolodex of various members
across both the school staff as well as the foundation staff to really kind of broaden the
college-going culture and mission.
For the majority of the participants in both cases, parents and the college
counselor had the biggest roles to play in the students’ postsecondary success. Participant
A7 reported that parental involvement was emphasized the moment a student enters the
academy. Additionally, the majority of the participants shared that YMCPA highly
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encouraged parents’ involvement throughout the student’s stay in the academy. Most of
the participants contended that the Academy made parental involvement as easy and
accessible as possible. Participants T5 and A7 noted that recently, workshops and
seminars were arranged for non-English-speaking parents. Participant A7 also shared that
the academy has a designated “parent coordinator” tasked to maintain “liaison for
parents.” Communication with parents was open throughout the year and accessible
through social media. Families’ needs were also assessed, and some needs were
addressed by the Academy. Participant T8 shared:
Engaging parents, you got to meet them where they are; engaging families, you
got to meet them with it, you know, where they are like. Most families are
working till five, six o'clock in the afternoon, so we got to find a convenient time.
So as Mr. D stated, on Saturday morning, we have 150 parents here. We would
provide food or the parent coordinator, and everyone would be working together,
provide food, provide different resources, everything that we know that families
need. Because all families come from different backgrounds, different
socioeconomic statuses. So, everything that they might need, right, so someone
might need a connection to, you know, to do their taxes. So that's why H&R
Block would be there. Someone might need a place, pick up some groceries, or
maybe some mental health resources within a community.
From the parents’ groups, the participants generally emphasized how the
Academy helped educate them about postsecondary success and how to help their
children attain it. Participant P6 shared the following:
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And for the parents, we didn't get off easy either. We had to go to sessions as
well. So, in other words, my sister had that funny work schedule. So, we had to
make sure she was available. There was a financial session, there was, a being
held accountable as the parents. So, everyone played a very important part and
leading up, and the tour took the entire week.
In addition, the majority of the participants believed that the college counselor
played an important role in the academy’s mission of promoting postsecondary success of
young men of color. For most participant groups, the college counselor was helpful in
providing a step-by-step guide for the students, as well as in providing “supplemental”
(Participant A4) aid in completing college application requirements, such as assistance in
writing an essay and setting reminders for deadlines of submitting forms. Participant S6
described the following:
So, for the college preparation, we can always we can all look at Mr. D because,
you know, from my senior, our senior year, you know, we needed the college
reminding constantly. He helped us, you know, apply for certain colleges, he used
to take the initiative to go out and call colleges, to get certain information for us to
learn and interpret. I appreciate Mr. D for the simple fact, because he helped us
strive to become better men, who we are today. His information he gave us to
help us, to prosper in college.
Subtheme 2: Tools and Nonhuman Resources. The other resource was the
nonhuman tools. The tools aid the human stakeholders to accomplish the mission. For
most participants, the non-human resources included the networks and relationships that
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young men of color may not be able to build without the academy. Participant S5 shared
the following:
I know there was a point where they were taking students abroad. I know that for
me, I went abroad through the connections at the Academy. We actually went to
China with 100 Black Men because of the connections. It’s interesting that the
thing that they really harped on is the fact that you really have to be connected to
different people, not only for your own benefit, but so you could give resources
back into the community.
Both groups of teachers from Case 1 and Case 2 emphasized the college
partnerships provided by the academy. From Case 1 administrator group, Participant A1
shared that the academy did not only hone the students, but also improved the skills of
the staff through professional development to be able to provide the best services for the
students. Participant A1 also perceived that funding “from the Academy Foundation” was
an important non-human resource. From the same group, Participant A3 described a
graduation tracker tool:
Our guidance team and grade teams as well as our principals and assistant
principals, they have a graduation tracker, where they monitor every student's
progress towards graduation. So that's kind of like the first line. This is when they
start beginning to do transcript audits, to make sure that all the students are taking
the required classes in order to graduate on time.
Parent and teacher groups in Case 2 revealed that the academy’s effective
leadership was considered a non-human resource that helped the students achieve
postsecondary success. Participant T8 explained, “And we have a fearless leader
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with you know, leading the way, securing resources really being the face of the
organization.”
Theme 3: Building Social Cohesion Through School Culture
Theme 3 refers to the groups' emphasis on the values instilled among young men
of color upon their entry in the Academy. The values center on belongingness, the
normality of attending college, and excellence. This theme involved three subthemes,
which focus on promoting a sense of belongingness to a community of excellence for
young men of color, normalizing attending college as a path for young men of color, and
promoting student success through a culture of excellence, as described below.
Subtheme 1: Promoting a Sense of Belongingness to a Community of
Excellence for Young Men of Color. Belongingness is central to the school culture and
group identity such that the academy uses brotherhood to help young men of color reach
postsecondary success. Brotherhood was not only built among the students, but also
included staff and parents, as stated by Participant S11. The culture of brotherhood was
often associated with the house system. The house system also promoted excellence, as
the houses competed against each other. Participant A2 articulated the following: I think
our house system within our schools is big for the students; that within itself, provides
another level of brotherhood on top of what they already receive.
These houses are named after prominent men of color who that they can pattern their
behaviors, thoughts, and aspirations behind. There is a level of peer mentoring
that takes place within the house. Teachers are assigned the houses as well … we
utilize the aspect of school expectations as the foundation for how houses
compete against each other. Right, so uniform is an expectation. We'll have the
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houses compete against each other within that way. When we talk about what,
what, what motivates young men, we have found that a sense of competition and
camaraderie … our house system, and the structures that are in place, they're
very similar to what you might even see in gang culture.
Brotherhood was also built upon rituals and ceremonies rooted from the practice
of libation, a traditional African ritual. Participant S10 described the following: So, every
morning, we had to do a libation. So, a libation, that's pretty much where, you know,
we'll come up. If anybody has something that they want to just speak about like, good
energy towards or grabbing hold of something that's trying and giving them a little
problem. They will come up and will say, whatever it is, and they will pour water, and I
believe you said, “Ahsay, Ahsay, Ahsay.” You're opening yourself in front of the entire
school. You feel me it's, it's like everyone from ninth to all the way up to 12th grade. It
allows us to come up there and to say, what we need help with. “Like brothers like, I
need any help, if you can just keep me in your thoughts.”
Participant S7 from Alumni Case 1 focus group also emphasized “offering
Ahsay” to their brothers who needed “caring.” The rituals and ceremonies that built
brotherhood during their time in the Academy were also linked with how the school
culture influenced the students’ individual identities. Generally, the participants believed
that the foundation for the students’ individual identities was their group identity.
Participant S10 revealed, “I feel like through all those early mornings, and Invictus, the
libations, and just always being together, it really set the foundation for when it was time
for us to go out to college.” Participant P8 reiterated, “It’s a school that's nurturing.

83
Grooming young men to be productive in their community no matter what challenges…It
gave them some sense of being of who I am.” Participant T4 elaborated the following:
I'm newest to the team, but I do think one of the values, I’ve seen here is
brotherhood, right. I think that is a pivotal value that is probably helping to shape
a lot the young men. In our work, what we do in connecting different youth to
each other is amplifying the value of brotherhood. It's a community that you
know, brings success. And I think Brotherhood is probably one of those major or
one of the major values helping to shape that success of young men.
All of the participant groups reiterated that the “older brothers” served as models
for “younger brothers” especially when their “excellence” was celebrated during rituals
and ceremonies. The “legacy” left by the older brothers was what built the culture of
achievements among YMCPA students. Participant T1 stated the following:
And then I think the deeper part, I think what really brings all the glue together is
the celebration part of it, we make sure that at the end of everything we celebrate,
so that they feel like they've achieved something. But I always tell the boys, when
they get to that point, this is not really about you. It's about who's next. So that's
how we also just sort of build that culture. So, the little guys see it, and they have
something to aspire to.
Administrator A5 described the legacy as “almost like the passing of the torch.”
Participant T2 added that the celebrations during rituals and ceremonies were not only for
the older brothers’ achievements but also for the younger brothers to show their support.
T2 shared, “The sixth and seventh graders know the 12th graders in their house, and the
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12th graders are looking out. So just that alone is an amazing thing to watch…it builds
that community and … definitely like Mr. H said, brotherhood.”
For several participant groups, this culture of brotherhood, regardless of the
brothers’ year level, was also maintained after the students have left for postsecondary
endeavors. Mainly in college, the incoming freshmen brothers often applied to a college
with at least one brother. Moreover, older brothers who were already in the college
welcomed the freshmen brothers. Participant S10 shared the following:
Especially transitioning going on to college. Because in college, a lot of us went
to school together. We would be in the office with Mr. D. “Oh, bro. So, where are
you applying? Like, where are you trying to go?” You would try and go
somewhere with at least one brother. At least somewhere, if not, with your
graduating class where there’s someone from the Academy already there waiting
for you. Because even the college I went to, the dude's name was G, he graduated
right before me. And the moment I walked on campus, he's like, “Yo, bro, what's
up”, it was like, nothing happened, it was like, we missed no time.
Subtheme 2: Normalizing Attending College as a Path for Young Men of
Color. Postsecondary success was mostly defined by attending college. YMCPA
attempts to teach young men of color that going to college is not unattainable; moreover,
going to college is a normal occurrence for men like them. Participant A1 reported that
attending college was ingrained in the organizational culture of YMCPA, as the
participant explained, “I would also add that the Academy model has college at its
core,” noting that the model’s acronym features C, for college, at its literal center.
Participant T6 noted:
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I think everything is interconnected, right? I think everything is built in from the
time student walks into the building, everything that they do from the wall,
coming from the town halls, from the communication, from those staff support,
from the individual plan, from the classes, from programming, from meeting with
the advisories, everything that we do is pretty much set up.
The participants generally believed that the Academy made attending college a
norm through “sparking students’ interest” (Participant P5) in college as soon as they
joined the Academy during the sixth grade. The activities to engage students’ interest in
college included mentorship, campus tours, access to college courses, town hall,
Thanksgiving ceremony of the seniors, and college fair or what the participants referred
to as “signing day.” About signing day, Participant A3 stated the following:
Also, there's the college Signing Day event, which I believe is probably one of the
most exciting events. Mr. D. who was our college counselor, and I came up with
this concept where it was almost like the NBA Draft. After decision day, students
share what school they will go to, with the entire school community. So that's
another huge tradition that plays into the college-going culture.
The alumni group in Case 2 discussed signing day in terms of writing down their
goals about college and sharing their goals with the whole school. Participant A5 from
Administrators Case 2 similarly described signing day as, “You have the PowerPoint that
says all the colleges that they've been accepted to. And then the student will say, “I'm taking
my talents to … [a certain] college and they [put on] the hat of the college.”
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The academy was also generally perceived to provide a step-by-step guide to the
college application process as early as their high school freshman year. Participant S10
narrated:
Freshmen, sophomore were told about the college application process. “This is
what you're going to start doing now. So, we need you to start preparing yourself
because you can say, hey, I want to go to Syracuse.” But your grades might not be
up to par right now. Or you don't have no idea what the requirements are for
getting into Syracuse, or Albany, or anywhere like that. So, they're telling you,
freshmen, and sophomore year the layout, “This is what you got to do. So, we're
going to start you off now, so you get ahead of the game.” “And it's not like your
junior senior year, you are playing catch up, know, we want to be to the point
where the college is coming at you.”
All participant groups also described how normalizing college was an “intentional
work” (Participant A6) in which the academy was “invested” (Participant A5) in the
students. Participant T8 shared that the intentional work was to normalize college
readiness of the students, not just academically, but also “socio-emotionally.” Participant
A4 reiterated the following:
They're not always linked or connected to academic and academic framework. So,
what we've done is we've tied these rituals or routines, to transitions and
developmental transitions, but how they align to college-going culture. So, as we
talk about convocation, or tie ceremonies, they are specifically linked and so I'll
leave it to my colleagues to talk more specifically around those, but just in
general, that's how I think it's linked to the college-going culture.
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Another practice involved in normalizing attending college was the use of
anecdotal stories of success. The success stories were personally shared by alumni of
YMCPA, which could inspire students to think that they too can have the same success
experienced by their brothers. The alumni represented the young men of color.
Participant T5 perceived that bringing back alumni to speak with the students was a
“circle.” “Black men who were successful in different fields” (Participant P4) were also
invited to speak in front of the students. Participant P4 expounded, “Bringing in a lot of
Black men who … spoke to them and encouraged them and let them know they have
something to aspire to. And you don't have to do the jail to success route.”
Subtheme 3: Promoting Student Success Through a Culture of Excellence.
Postsecondary success is also defined by excellence, not just in academics, but also as an
individual contributing to the community. Specifically, the Academy creates a culture of
cycling young men of color with postsecondary success back to the Academy to serve as
representations of excellence for their younger brothers. According to the majority of the
participants, excellence was generally measured by well-roundedness. Apart from
meeting standards for college readiness scores, the students of YMCPA were also
expected to show a “mastery of skills” that would help them cope with “the higher level
rigorous coursework” in college (Participant A5). The students of the Academy were also
exposed to diversity. The Parents Case 1 group discussed how YMCPA provided
opportunities for young men of color to experience cultural diversity through partnerships
with the United Nations program. Additionally, Participant S13 reported:
He taught us about diversity, and not diversity in the sense of like social diversity
but diversifying yourself and knowing that you can do multiple things in your life
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before you retire. So as a, as a college student, I am involved in all types of
activities, all types of clubs, and it all stemmed from the ideas that he put into my
head that, you know, I can do multiple things. I don't have to limit myself into one
area.
Students of the Academy were generally exposed to display their excellence
outside of the academic field such as the stock market (Participant S7) and sports
(Participant P3). Mostly, the participants perceived that the Academy provided students
with a culture of excellence through having the platform to excel through the house
system. Participant P4 believed, “There was like a little competition of everybody pulling
everybody up because with the first graduating class, they really tried to hold each other
accountable to stay in the high ranking.” Participant A5 also perceived that the staff gave
the students “tough love” to push them to excel. Participant S10 articulated the following:
With the staff, for the most part, they all really tried to support us and push us.
The staff really want you to be your best. You know, whenever you come home
you got your mom or your grandma staying hard on you like well, “You have you
got that 85”, what they ask is “why didn’t you 90, Why don't you get that 100?”
Generally, the students were also made to experience celebrating the culture of
excellence through a “rite of passage” (Participant A2). Participant A2 explained: I think
as again, a young man comes in as a sixth grader, he goes through, you know, the Bridge
program, he steps up up in the high school, there's a different tie at each grade level, he
gets his blazer when he gets to college. You're right, there's college signing day. And so
just that rites of passage, that passage experience within itself speaks to a culture that
draws students to going to college.
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Hence, excellence was reinforced to be embedded into whatever the students of
YMCPA chose to do. Excellence was modeled by the older brothers through the house
system, and the younger brothers tended to compete with their peers to maintain what
their older brothers achieved for their houses. The Academy also prepared the students
not just for entering college but also in excelling as members of the community.
Proposed Theory
The core of the proposed theory generated from this grounded theory study is
termed “theory of cohesive school culture.” Among all three overarching themes,
cohesion in school culture remained a central theme when referring to YMCPA’s
organizational culture in relation to the college-going mindset, attitudes, behaviors, and
actions of its student population. In Theme 1: identifying a clear mission to unify the
goals of YMCPA, a school culture that fosters the sense of brotherhood among students
was central in that the mission focused on the postsecondary success of young men of
color. The mission was upheld by providing opportunities specific to the needs of young
men of color in order for them to change their life trajectories. In Theme 2: providing
tools and resources for postsecondary success, particularly in the subtheme of human
resources, the participant groups generally believed that a cohesive school culture
creating brotherhood existed not only among the students but also among the members of
YMCPA. This culture encouraged the members of the community to work together to
achieve the goal of the students’ postsecondary success. In Theme 3: building social
cohesion through school culture, a cohesive school culture was central to building a
community where the brothers served as models of excellence and representations that
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attending college was a normal postsecondary trajectory. Figure 2 shows a diagram of
this theory.
Figure 2
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Conclusions
The analysis of data from Case 1 and Case 2 culminated in the development of the
theory of cohesive school culture. This theory, grounded in the data, provides answers to
the study’s research questions:
Research Question 1 was the following: How does the high school’s
organizational culture facilitate social norms of a college-going culture? At YMCPA, the
school created a culture through unification around a single lived mission, one that
explicitly acknowledged the stakes: School needed to change the life trajectories of its
students, leading them toward postsecondary success and away from incarceration.
Because of the pervasiveness of that culture, the YMCPA could develop and sustain
social norms driving students toward college.
Research Question 2 was the following: How do the high school structures
contribute to the college choice process for students? For YMCPA, the mechanism of
change for students’ life trajectories was college-going. High school structures served to
carry and sustain the school’s mission and thus contributed to the college choice process
for students. Human resources included rigorous college counseling, with individual
services, workshops, and seminars to support college-going, and these were
supplemented by tangible and intangible non-human resources, which included
partnerships with firms and organizations connecting students to scholarships and
internships.
Research Question 3 was the following: How is school-based capital cultivated
within school culture? The structures that make up the school and united by a common
mission created school-based social capital for students at YMCPA. School-based social

92
capital, per Bryan et al. (2018) is made up of norms and values, information networks,
and relationships between staff and students. Because of the cohesive power of the
school’s mission and the presence of structures to sustain it, YMCPA could promote a
sense of belongingness for students, normalizing college attendance and creating an
expectation for post-secondary success as part of a culture of excellence.
Research Question 4 was the following: How is the college-linking process
facilitated within the school organization? College-linking results from the cooperative
influence of resources and norms (Hill, 2008). As described above, YMCPA developed
and sustained resources to embody the school’s mission and propel students toward
college. The school’s norms, including its culture of excellence and its expectation of
college-going for students, worked synergistically to help students change their life
trajectories, seeing college-going as necessary and supporting them to achieve that goal.
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CHAPTER V
DISCUSSION, IMPLICATIONS, RECOMMENDATIONS
Introduction
The purpose of the study is to identify and measure the influence of a school’s
organizational culture on the college-going mindset, attitudes, behaviors, and actions of
its student population. A qualitative methodology with a grounded theory design was
used for this study, specifically in addressing the influence and impact of the school
culture on its students’ college choice process. This qualitative study was conducted in
order to provide more knowledge and empirical information for educators, which can be
utilized as a reference in developing strategic plans toward closing the college enrollment
gaps for disadvantaged students. This research study focused on school culture elements
in combination with school-based social capital dynamics in their relationship to
cultivating a college-going culture and facilitating the college-linking process.
There were three key themes found from the cross-case results from the responses
of both Case 1 and Case 2 participants in this study: identifying a clear mission to unify
the goals of YMCPA, providing tools and resources for postsecondary success, and
building social cohesion through school culture. These three themes were the identified
results and factors that identify and measure the influence of YMCPA’s organizational
culture on the college-going mindset, attitudes, behaviors, and actions of its student
population. Additionally, several subthemes emerged from the second theme of providing
tools and resources for postsecondary success: a team of human resources with distinct
tasks and aligned goals and tools and non-human resources. Lastly, three subthemes were
identified from the third theme of this study: promoting a sense of belongingness to a
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community of excellence for young men of color, normalizing attending college as a path
for young men of color, and promoting student success through a culture of excellence.
This final chapter provides a summary and discussion of the results of the study. It also
discusses how the findings were interpreted in line with past literature. This includes
comparing the current findings with extant literature. The objectives of this research
study were threefold: to contribute to the professional literature through providing
information regarding the influence of the culture on the school’s participants, to provide
an in-depth view of participants’ thoughts and experiences in relation to the school
culture, and to identify and interpret the topics generated during the discussions
(Morgan & Krueger, 1998). The chapter concludes with a discussion of the limitations,
recommendations, and implications, followed by a section of conclusion for this study’s
major findings.
Interpretation of the Findings
The three major themes generated from the cross-case results provided a rich and
detailed view of the collective responses of members of the YMCPA located in an urban
New York State neighborhood. In all, they provide answers to the study’s research
questions. For Research Question 1, the themes reveal that the school’s unification
around a single mission and acknowledgments of the high stakes of success for students
enabled YMCPA to build and sustain a college-going culture. Regarding Research
Question 2, that mission was carried by structures, composed of the human and
nonhuman resources YMCPA cultivated and developed to support students through the
college choice process. Related to Research Question 3, these structures created a set of
norms and values that promote belongingness for students, normalizing college
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attendance and creating an expectation for post-secondary success as part of a culture of
excellence. Finally, for Research Question 4, the synergistic relationship between
structures and norms helped to change students’ life trajectories, enabling them to live the
school’s mission and achieve their goals.
The results of this study supported findings from extant research previously
conducted. This section provides a detailed discussion of the interpretation of the
findings, providing details regarding the ways in which these research findings confirm,
disconfirm, or extend knowledge in the discipline.
Theme 1: Identifying a Clear Mission to Unify the Goals of Young Men’s College
Preparatory Academy High School
Overall, responses from all eight focus groups resulted in the major theme of the
belief that YMCPA had a single mission: to increase the chances of young men of color’s
postsecondary success. The majority of the participants in both groups, Case 1 and Case
2, perceived that the mission of YMCPA involved compensating for what traditional
schools did not provide in terms of young men of color’s postsecondary success.
Additionally, in line with this theme, the majority of the participants in both Case 1 and
Case 2 also revealed that the Academy’s mission of providing opportunities for
postsecondary success for young men of color addressed a need that existed in the
community. Participants felt that they were adequately supported and prepared in facing
challenges distinctively experienced by the unique population of young men of color.
This finding is aligned with previous literature that reports the stated objective of
YMCPA High School to improve the academic outcomes for inner-city young men,
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specifically by providing them with mentorship and structural support to help them
prepare for college-preparatory education (Clinton & Banks, 2018).
The Academy’s middle school and high school students felt that they were
adequately supported by the school, specifically as it provided ways and approaches to
reduce the achievement gap between the minority and majority groups. This extends prior
literature regarding this topic, as research in 2018 has shown that 92% of students have
reported that YMCPA schools offer a wide variety of activities and programs to increase
student engagement, thereby reducing the achievement gap (NYC DOE, 2018).
Further, past research has shown that students at the YMCPA experience high
graduation rates, as the Academy adequately supports their needs during middle school
and high school years, which is in line with the current study’s finding (InsideSchools,
2019). It is worth noting, however, that this current study is the first empirical research to
conduct a cross-case analysis regarding the ways in which members of the YMCPA
perceive the extent to which the Academy meets their needs for postsecondary success.
Thus, this research study extends the current body of literature on this topic.
Theme 2: Providing Tools and Resources for Postsecondary Success
The second major theme found in this study was that tools and resources were
provided by the YMCPA to meet the needs of young men of color in middle school to
high school, specifically for their postsecondary success. More specifically, both human
and non-human resources were commonly reported by the respondents as tools that are
provided by the Academy. This section further outlines and provides a discussion
regarding the subthemes related to the tools and resources provided by the YMCPA.
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Subtheme 1: A Team of Human Resources With Distinct Tasks and Aligned Goals
One of the tools and resources is human resources. This subtheme means that
respondents perceived that the roles of the members of the Academy were clearly
delineated to meet the needs of young men of color for postsecondary success. Although
past research has not noted the clear delineation of roles within teams in the YMCPA,
there is some information available regarding the availability of teams and human
resources aimed at supporting the academic needs of students in YMCPA schools
(Mickey Leland College Preparatory Academy for Young Men, 2020). According to the
Mickey Leland College Preparatory Academy for Young Men, the Academy provides
teams for students, such as campus customer service and technology teams, to address
their academic concerns and help them achieve their academic goals.
However, previous literature has not examined how human resources serve as a
tool and a resource for students in the Academy (Mickey Leland College Preparatory
Academy for Young Men, 2020). This current study identified how human resources
consisting of a team of stakeholders in and outside of the Academy facilitated the
collective objective of sending the students to college. Therefore, this current study adds
to the existing body of literature on this topic, as parents and the college counselor have
been identified as the major key players in influencing and ensuring students’
postsecondary success. This subtheme underscores the importance of active parental
involvement and engagement with college counselors as key factors to ensure students’
postsecondary success.
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Subtheme 2: Tools and Nonhuman Resources
One such nonhuman resource identified in this subtheme is the Academy’s
effective leadership as a non-human resource for students’ postsecondary success. This
study’s finding is consistent with past research regarding the factor of leadership and its
impact on students’ academic achievement (Edmonds, 1979). Literature on school
leadership has recognized that strong administrative leadership is crucial to the effective
education of children from impoverished backgrounds, fostering a positive learning
environment for enhanced academic outcomes (Edmonds, 1979). In addition, Deal and
Peterson (2016) identified leadership as a key resource in schools for positively shaping
the school’s culture, which fosters student success. This study’s subtheme of nonhuman
resources contributes to the current body of literature on student success factors.
Theme 3: Building Social Cohesion Through School Culture
Social cohesion through school culture is the third major theme found in this
study related to the values instilled amongst the young men of color as they joined the
Academy. This theme subsumes the following subthemes: belongingness, the normality
of attending college, and excellence. These values are at the core of the student
experience and success in as much as the students’ college goals and outcomes are
essentially shaped by their previous schools’ values and beliefs (Torres & Mitchell,
1998).
Subtheme 1: Promoting a Sense of Belongingness to a Community for Young Men of
Excellence
One of the subthemes found was the sense of belongingness experienced by the
young men in the Academy. The majority of respondents of the study reported that
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brotherhood was used in the Academy to help young men of color reach postsecondary
success. Brotherhood and belongingness are among the core values of the Academy. This
subtheme is in line with past research, as previous researchers have noted that
belongingness is a key factor among students of color, specifically to ensure a successful
transition to higher education (Graham & McClain, 2019). According to past research,
fostering belongingness before and after the transition to secondary and postsecondary
education increases the ability of students of color to adapt to a new learning environment
(Graham & McClain, 2019). Specifically, Graham and McClain identified how racial–
ethnic minority students with higher levels of belongingness are better able to adjust in
college, thus improving these students’ academic and socioemotional outcomes in
postsecondary education. This subtheme of this current study further extends current
research on this topic, as this construct is evidenced in data garnered form members of
the Academy, which reinforces the value of belongingness in this setting.
Subtheme 2: Normalizing Attending College as a Path for Young Men of Color
Another subtheme found in the third theme was that postsecondary success was
defined by attending college. The participants perceived that attending college was part
of the organizational culture of YMCPA. Participants felt an overall sense of possibility
and normality in attending college, as the Academy provided young men of color with
various anecdotal stories of success, and detailed guidance on how to apply for college as
early as their high school freshman year. It should be noted that there is no previous
research that has focused on the area of the normalization of attending college for young
men of color (Hines et al., 2019).
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However, past literature has shown that normalizing struggle and failure helps
promote a growth mindset among students of color, enabling them to persist through
higher education (Posselt, 2018). Similar to this study’s finding, Posselt identified the use
of anecdotal stories of success as a tool to help shape and propel the way for students of
color towards higher education. This subtheme finding extends the current body of
literature, as it also highlights the role of postsecondary success in the context of
developing a growth-oriented mindset for the students of YMCPA (Posselt, 2018).
Subtheme 3: Promoting Student Success Through a Culture of Excellence
The third and last subtheme was that postsecondary success is also defined by
excellence, both in the areas of academics and community value. Participants of the study
reported the value of having high levels of college readiness and mastery of skills,
specifically as they aim for postsecondary success. Reid and Moore (2008) similarly
noted this in their studies, noting the importance of both cognitive skills and noncognitive
skills for attaining college success. Reid and Moore identified the need for students to
develop non-cognitive skills as they prepare for postsecondary education, as these skills
are crucial to their academic success. This subtheme finding therefore extends the
previous literature on this topic, specifically extending its applicability among young men
of color in the YMCPA school contexts.
The generous sharing of the participants optimized learning about the perceptions
of young men of color in the YMCPA. Their insights into their experiences regarding
postsecondary success clarified how they perceived the tools and resources for
postsecondary success in the YMCPA, school culture, and the goals of the YMCPA. The
responses of the participants in this study further expanded current literature on
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YMCPA’s organizational culture, specifically related to college preparation and
postsecondary success based on their experiences in the YMCPA.
Limitations of the Study
There are several presenting limitations that need to be considered in this study.
The first limitation is related to the scope of the study, as this study was conducted in an
urban location in a low socioeconomic area. There are limitations on what may be
gathered from members of the YMCPA in other regions or locations outside of the New
York State urban neighborhood. The findings of this study are limited to the selected area
of the YMCPA in an urban setting in the northeastern United States; therefore, the
conclusions drawn from this study are not generalizable to all high school settings.
Another limitation of this study relates to the sample. This study focused on
identifying significant factors that promote college choice habitus for low-income,
minority male students, specifically focused on the YMCPA. Hence, the findings of this
study are not applicable to female students who come from economically advantaged
homes. Finally, the findings of this study cannot be generalizable to all students from
mainstream America and all students in rural settings in the United States.
The third limitation to be considered in this study is related to the focused
constructs: school culture and climate. This study focused on examining school culture
and climate as factors that significantly influence the school environment. However, it is
possible that there may be other external factors to consider that impact the school
environment (Hoy, 1990). This limitation was due to the limitations of time and resources
for data gathering and analysis.
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Recommendations
This qualitative research study provided 36 participants the opportunity to share
their own perceptions regarding their experiences with the school community. Three
major themes emerged from the focus group sessions, providing specific experiences that
were common among seven administrators, eight teachers/counselors, thirteen alumni,
and eight parent alumni. Educational leaders and educators in other fields working with
the unique population of young men of color are provided with enhanced knowledge of
the influence of school’s organizational culture on the college-going mindset, attitudes,
behaviors, and actions of its student population, specifically within the context of the
YMCPA.
Recommendations for further research include a closer examination of school
culture using school-based social capital factors. School-based social capital and school
culture embody interwoven and overlapping elements such as shared norms and values.
A closer examination of school-based capital variables may be used to garner a clearer
understanding of school culture.
It is also recommended for future researchers to extend this study’s findings, in
that school-based social capital contains quantifiable factors for measuring the effect of a
school’s culture. For example, measuring the alignment of an organization’s activities to
its mission may provide insight into the impact of the school’s culture in relation to its
stated goals. Additionally, there are several concrete tangible elements contained within
school infrastructures such as small learning communities, access to rigorous curriculum,
collective efficacy, staff articulation, frequency of parent engagement, and the caliber of
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information networks. The tangible properties of school-based social capital may provide
metrics for a quantitative analysis of school culture.
Another area for consideration for further research would be to expand this
research to other areas and locations. As previously discussed, the conclusions drawn
from this study are not generalizable to all high school settings. The findings of this study
are not applicable to female students who come from economically advantaged homes,
all students from mainstream America, or students in rural settings in the United States. It
is worth examining this topic further as students from other regions or locations outside
of urban settings in northeastern U.S. states may perceive school culture differently.
Expanding this research to other locations and areas could be beneficial information for
the increased understanding of how a school’s culture and infrastructure demonstrate
success for other graduating and advancing students into higher educational institutions.
Implications
This study of the experiences of members of the YMCPA points to several
implications at different levels, providing a knowledge base for leaders in education,
educators, school counselors, and related professionals in the field. The level of
understanding regarding school culture specifically focused on students of color will be
beneficial to others seeking to understand how college enrollment gaps for disadvantaged
students can be reduced. That is, the study’s findings may impact positive social change
at the individual level. The pillars of success for student outcomes, such as high school
graduation and college enrollment rates, were rooted in how the organization
intentionally utilizes the college enrollment objective not as the final leg in a student’s
path, but as part of a life strategy to achieve personal excellence and fulfillment. The
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discussions about successful practices shared by the participants revealed factors that
contributed to their success: high expectations, academic press, providing access and
opportunity to career paths, and the intentionality of student-centered actions and
activities embedded in the fabric of the organization. Moreover, the participants of this
study identified significant contributing elements of success, which were cultivated
through a socially cohesive and caring school culture.
The outcome of this study evidenced that leaders in education need to foster
learning environments that advocate a socially cohesive and caring school culture. These
attributes are vital to student success. This may be exhibited through supportive
relationships, celebrations that acknowledge student achievement, and providing an
emotionally safe environment, allowing students to effectively learn how to manage their
feelings, behaviors, and actions. The tenets of success were exhibited in student
leadership, academic achievement, resilience, personal, and collective responsibility. The
findings of this study could be used as an empirical reference and guidance for
developing effective school programs that enhance and foster such tenets of success.
Doing so could have significant and positive benefits for students in socioemotional and
academic areas.
This study’s findings have significant implications at the societal and policy level.
The implication for policymakers is that the emphasis of the current accountability
paradigm in the American education system must be revisited. School systems must
move away from finite measures of educational attainment toward designing
infrastructures that foster human capital development and student agency. Schools should
endow students with the academic, social–emotional aptitudes and cultural capital,
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enabling them to envision themselves beyond the boundaries of the school community, to
see themselves as a significant member of the greater society, and a force in the global
arena.
Additionally, this study’s findings have implications for practice, given that the
development of student capacity is built on the intentional cultivation of student cultural
capital through leveraging school-based social capital. That is, the locus of organizational
performance is student agency. The intentionality of the organizational infrastructure of
providing exposure, opportunity, and access through immersion in a caring school culture
and real-world experiences shapes the student's vision of himself beyond his current
circumstances. Furthermore, the cultivation of student agency is the bedrock of all
practices within this school community. Given this study’s findings, it is important for
practitioners to create an infrastructure that develops student capacity built on students’
social–emotional growth, student interests, and self-identity undergirded with a strong
academic core.
Conclusion
This qualitative study was developed to identify and measure the influence of
school’s organizational culture on the college-going mindset, attitudes, behaviors, and
actions of its student population. Achievement gaps in the attainment of college readiness
continue to be significant among students of color as compared to their White
counterparts (Baum & Holzer, 2017). Despite this, current literature on how schools
cultivate a college-prepared environment that manifests shared goals and expectations for
engagement in college planning is scarce, especially among students of color. A total of
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36 participants participated during eight homogeneous focus group interview sessions for
this study: seven administrators, eight teachers/counselors, thirteen alumni, and eight parent
alumni provided information and shared their perspectives regarding their experiences with
the school community.
There were three major themes found the following: Theme 1: identifying a clear
mission to unify the goals of YMCPA, Theme 2: providing tools and resources for
postsecondary success, and Theme 3: building social cohesion through school culture.
These three major themes persisted throughout the majority of the focus group sessions,
with insights provided to explain them further. These three major themes support the
original assumption that school culture and climate are significant constructs that signify
the internal operational driving force of a school environment (Torres & Mitchell, 1998).
There is a significant amount of information regarding participants’ thoughts and
experiences in relation to the school culture. It was necessary first to understand more
about the ways in which school culture influenced postsecondary success among students
of color. As previously noted, this study provides only the beginning of understanding the
influence of the culture on the school’s participants. There is much more to learn
regarding other high school settings located in other areas around the United States.
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Seton Hall University
Office of the Institutional Review Board
Presidents Hall — 3rd Floor
400 South Orange Avenue South
Orange, NJ
07079 Re: study
2020-072
Dear IRB Committee:
The attached letter is the Dissertation Committee's formal approval of the amendment
to the research study. This letter will be placed in the appendix of my dissertation.
Thank you in advance for your time and consideration.
Respectfully,

Lori J. Grant
November l , 2020
Amendment to the Approved Research Study
Re: study 2020-072
Dear Dissertation Committee:
I am requesting your signature as confirmation of your formal approval to amend the
current research study, Study of an Urban High School: Changing the Trajectory for
Young Men of Color through School Culture.
The COVID-19 pandemic necessitated modifications to the current IRB approved study,
Due to the impact of COVID- 19, the current high school student population identified in
this study have received a significant disruption in their school experience. In person
schooling was closed for the remainder of the school year following March 2020.
Students received virtual instruction for the remainder of the school year. A second point
of concern is the re-entry process for the 2020-2021 school year, as many students and
families opted for virtual instruction, and in person instruction has been delayed multiple
times and faces the potential threat of interrupted schooling again.
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The effect on COVID-19 on the current student body, could potentially compromise the
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data set, the study will modify the student population in the study from the current 1Ith
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Respectfully,
Lori J. Grant
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APPENDIX F
FOCUS GROUP NOTE FORM
Research Population_______________________________________ Date
_____________________________
Focus Group Interview Note Catcher

M1. What is the school’s mission? How is it communicated and to whom?

V2. How does the Academy’s shared values shape the college going culture of your
school?

132

R4. How have ceremonies and traditions contributed to establishing a college going
culture?

CE1. How does staff collaboratively work to monitor and support students’ progress toward
college enrollment?
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SN2. Describe the relationships between staff, students, and parents. How do these
relationships support the college mission?

SB2/3. How is a sense of belonging facilitated for all members of the community?
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Why is a sense of belonging important to facilitating the college mission?

CP2. What skills did/does the Academy provide for ensuring students are college ready?
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CP4. A. What specific actions and/or activities does the school provide that have the
greatest impact on the students’ college going process?

CP4 B. Can you share the steps or some examples of your college linking process?
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H4. What is/will be the Academy’s legacy?
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Is there anything else that you would like to share about the academy’s college culture?
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APPENDIX G
TRANSCRIPT SAMPLE
Dissertation - Alumni - Group 1
Thu, 2/25 2:26PM • 56:57
SUMMARY KEYWORDS
college, students, school, academy, people, feel, ceremony, helped, class, question,
teachers, brother, mentor, support, day
SPEAKERS
LG, S8, S3, S2, S1, S7, S6, S5, S4

LG 00:01

Please introduce yourself, state the year you graduated. Who would like to start?

S1 02:37
I'll go, I'll go first. If it just starts it off. In 2017. So, I'm class 2017.

LG 02:51
Thank you.

S2 02:56
I'm BJ. I am class of 2018.

LG 03:04
Thank you. Hello. I'm
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S3 03:06
GC. I graduated in 2018.
.
S4 03:13
Hi, my name is K. I'm a graduated 2018.

S5 03:21
Hello, how's it going everyone? My name is HB, class of 2017.

LG 03:33
.

S6 03:43
Okay, my name is MB. I graduated in 2018.

LG 03:50
The official title is “A Research Study of an Urban School Culture, Changing the
Trajectory for Young Men of Color through School Culture. That's the official one title.
The first question is, can you describe the relationships between staff, students and
parents? And how do you feel these relationships supported the college mission?

S3 05:33
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I feel like staff definitely played a good role in being a role model figure, especially when
I look at all different styles like Mr. D and Mr. B. I feel like they gave us examples of
different of different leadership qualities that we like to attribute to the future. So, in
terms of being staff, I just feel like staff was just straightforward, honest with us and, and
tried their best to present us with a good image that carried on on throughout college. I
know from my college experience, I transitioned out of The Academy, and I realized,
Hey, I didn't have the staff for caring, or who are giving the the wisdom and knowledge
that Academy staff did when I was in college. So that was something that that I yearned
for when I was in college. I carry that relationship with the prior staff and the current
staff, I believe it still exists to this day.

S1 06:40
If I can go next, the relationship I felt with the staff and the students, it was pretty much
always like a parenting, it was always a nurturing environment, anytime we came into
building. It was brotherly between everybody. Everybody teased each other, but the
students always had each other's back. The staff for the most part, always nurturing in
terms of the goals that we wanted to do outside of college. Anything that we wanted to
do, they usually tried to support us or help us think the right thing., like the right avenues
that we would have to take after high school in order to achieve that. They would always
ask us to reassess our goals, GPA, what we had to do to get there. Yeah, and just how
that how a lot of those things that they taught us how we could bring those into college.
Yeah, I don't want to be too long winded.

LG 07:45
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Anyone else? Don't feel like you have to answer every question. But if you want to
contribute, I really want to hear your input.

S5 07:53
Just add on to the amazing things you just said. I think the staff just really reinforced the
things that were said at home. Especially growing up with a single mother. She told me
just go to school, do good and get a good job. I didn't know what that meant. And having
Mr. B, Joseph, Mr. R, seeing how they carried themselves showed me how I was going to
be in the next chapter, which was college. And also the student aspect was the best part
because we always used to, like, up each other.

LG 08:35
Can we speak a little bit more about or maybe categorize one relationship, like Mr. B or
Mr. R, what did that mean to you? And how is that different than what would have been
your traditional schooling experience if you were in a traditional public school?

S5 09:01
Um, I think I could speak to that, because I've been thinking about that for well, looking
at the question, um, because I think back to whenever the Thanksgiving breaks, the
Academy, always has this thing where they, everybody comes together. Um, you know,
we have food, we just get together and have good time. And I for me, when I was in
school, I actually went to Syracuse. So, coming back down from Syracuse, coming back
to the city. Looking forward to coming back together and seeing that teachers are still
there. Which Individuals that are going to come back and talk about what they're doing in
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college, but also see guys that are about to graduate. When we graduated, I used to come
back to visit It was a great experience. I think I was coming back only speaks to the fact
that he called like, what's home for us? Um, you can build those relationships and come
back and still feed into that I know all of us, I think for everybody on this call, we still
talk to each other for the most part. Um, I spoke to C last night, I spoke to H the other
day, I still speak to B. So, um, yeah, the fraternal part of Academy is something that I
really cherish more. So, when I went to college, and then when I came back to college, I,
I cherish it a little bit more.

LG 10:31
Thank you for sharing. I'm going to move on to the next question. You alluded to this
sense of belonging. How is the sense of belonging facilitated within the community?
How did that help support the college mission?

S2 11:19
I'll say, I can speak to some of that, um, they did many things to make us feel like it's
community-based aspect. And I'd say the biggest thing is just us going through stuff
together. Like you can't speak to another school who can describe summer bridges,
having to memorize Invictus. We have this shared experience that even people that
weren't close, bonded them over time. So, people that you didn't know, freshman year
and you went into strangers, we came from different public schools or private schools. by
senior year, everybody knew everybody, you know, with a sense of community and
camaraderie there. And that is essential when it comes to like building the larger mission
statement of college success. Because when you're coming from a community where that
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isn't preached or taught about, being able to like try to instill that in the student, it's a hard
thing to do, because you have to keep students motivated every day to come in to want to
be a part of that bigger mission statement. But when they feel like they're not in it alone,
that they're going through it with other people in terms of like Saturday classes and things
like that. And they're just, they don't feel left out, it makes it easier to do and easier to
carry on. And even when you get into a college where you're no longer at that nest, you
still feel that sense of community, because I know everybody goes into college that never
come from a college family, you kind of get lost in the larger crowd with students from
all around the world, getting together in clubs and things happening. So, you feel like you
always return to a nest to kind of ground yourself again to find that balance.

LG 12:53
Anybody else?

S7 12:54
One thing I'd like to say is that would played a role with the Academy is the definitely the
Brotherhood of it, like anytime, like, you know, when I first started, I was really shy, I
didn't like to speak a talk. And, you know, when I met Mr. B, you know, he made me
know, he made me realize that it was okay to be myself. So, like, I could talk amongst
my peers. And, you know, it was always just that wonderful feeling of coming to school,
knowing that I was, you know, amongst, you know, brothers, who were going through
their own trials and tribulations, and we come together, and just learn from one another,
you know, I really enjoyed that. You know, because it made me realize that I wasn't the
only one, you know, going through things in life. So, I really appreciated that
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brotherhood bond that Mr. B, and the whole school foundation had established for us. I
definitely, appreciated that, growing up, it just made me feel more secure, to just be open
out meeting new people and stuff like that. So, I definitely was grateful for that part.

LG 14:10
How do rituals play a part? Ceremonies play a part and traditions also. Can you talk
about some of the rituals, ceremonies and traditions, and then how did they contribute to
establishing a college going culture?

S3 15:10
First ceremony, I think of off the back of the bat is college acceptance ceremony that the
Academy does, I feel like that's a very impactful ceremony that not only gives back to the
students that's going to college, but also to the younger students. Um, a lot of younger
students in the Academy, they look up to the older students, they create relationships
inside the classroom, outside the classroom, and the basketball courts in the sports teams.
And when they see their older brothers, that we, that older Academy brothers going to
these great universities, going to these great schools, studying in these are very important
field of academia, they get a sense of belonging, they get a sense of , if my older brother,
can do this, and I can also do this. And they're in the sixth grade and seventh grade,
before you know it, then 11th grade and 12th grade, they go into college, and they may
go to a great school like the older brother, or even better go to go to a more prestigious
university that's fit for them. So, I feel like that's one of the best things that Academy
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does is highlight student success. Not you know, I've never seen that done before. Um,
the way the Academy does it, you know, brings the whole campus to the auditorium to
see the students accomplish their goals.

S1 16:37
Yeah, I agree. And I can't stress that more. what he just said is the Academy very much
highlighted everyone's individual accomplishments a lot. Life saver candies. Attendees
just got a scholarship to college, pretty much everybody in the building, or every teacher,
someone is going to know about any, student. If a younger student was interested in the
same field as a graduate, they would highlight his accomplishment of getting that
scholarship to that school for that major. And they would say, So and So did it, maybe
you should go pick his brain about it. Or maybe I'll I'll have him come in and talk to the
whole class. Tell him about how he applied to that scholarship. And it was just, it's very
much it's the highlighting of everybody's individual accomplishments.
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APPENDIX H
LIST OF CODES, CATEGORIES, AND THEMES
Themes

Categories

Codes

Theme 1 Identifying a
clear mission to unify the
goals of YMCPA
A need for YMCPA exists
growing in the local community

actionable solution to the need
achievement gap

Opportunities for success added education about potential pitfalls for
specific to young men of young men of color specifically compensate
color
for what is lacking in the traditional school
system
Providing a network for
involvement of several stakeholders through
success
actions
through communication
through programs
The mission to promote Providing extra opportunities to succeed to
postsecondary success among help young men at a national level
young men of color
college
profession
change life trajectory of young men
empowering young men from low-income
neighborhoods
provide education to young men in the inner
city environments
support young men from middle school to
high school
Theme 2 Providing tools
and resources for
postsecondary success
Subtheme 1 a team of human
resources with distinct tasks
and aligned goals
alignment of tasks among the
involved “brothers”

allocating resources and partnerships
provide step-by-step guide

college counselor specific for navigating
college application process
a supplement to the academic requirements
for college
made aware of their roles
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network of individuals with specific tasks
ensures young men go through the step
needed for college
fulfilling a social responsibility
student-centered
it takes a village to raise a child
parents reinforcing YMCPA's mission

work with a team
veterans help out new teachers
established upon entry in YMCPA
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APPENDIX I
WITHIN AND BETWEEN CODING CASE MATRIX
Codes,
subthemes,
themes
1: Theme 1
Identifying a
clear mission to
unify the goals
of the
Academy
2: A need for
the
academy
exists in the
local
community
3:
actionable
solution to the
need
4: growing
achievement
gap
5: change life
trajectory of
young men

6:
empowering g
young men
from
lowincome
neighborhoods
7:
Opportunities
for success
specific to
young men of

Admin
C1

Alum
C1

Parents
C1

Teachers
C1

C1

Admin
C2

Alum
C2

Parents
C2

Teachers
C2

C2

15

2

5

5

27

1

6

1

4

12

4

0

1

1

6

0

0

0

1

1

2

0

0

1

3

0

0

0

1

1

2

0

0

0

2

0

0

0

0

0

1

0

1

2

4

0

0

1

0

1

0

0

0

1

1

0

0

0

0

0

2

2

2

0

6

1

6

0

1

8

0

0

0

0

0

1

5

0

0

6

Admin
C2

Alum
C2

Parents
C2

Teachers
C2

C2

color
8: added
education about
potential
pitfalls for
young men of
color
specifically

Codes,
subthemes,
themes

Admin
C1

Alum
C1

Parents
C1

Teachers
C1

C1

149
9: 2
2
2
0
6
what is lacking in the traditional school system

0

1

0

1

2 compensate for

10: provide
1
education to
young men
in the inner
city
environments

0

2

0

0

0

0

0

11: support
3
0
0
0
young men from middle school to high school

3

0

0

0

1

1

0

1

12:
2
0
0
Providing a
network for
success
13: 1
0
0
0
1
several
stakeholder
s
14: through 1 0 0 0 1 0 0 0 0 0 actions
15: through
1
0
0
0
communication

0

2

0

0

0

0

0

0

0

0

0

0 involvement of

1

0

0

0

0

0

16: through
1
0
programs
17: Providing 1
0
opportunities es to succeed

0

0

1

0

0

0

0

0

0

0

1

0

0

0

1

1 extra

18: to help
3
0
young men at a national level

0

1

4

0

0

0

0

0

0
0

0
1

0 work
1

19: external 2
0
0
1
3
0
0
20: to
2
0
0
0
2
0
0
promote postsecondary success among young men
21: college 1 0 0 0 1 0 0 0 1 1 22: 1 0 0 0 1 0 0 0 0 0 profession

Codes,
subthemes,
themes
23: Theme 2
Providing
tools and
resources for
postsecondary
success
24:
Subtheme 1
a team of
human
resources
with distinct
tasks and
aligned goals

Admin
C1

Alum
C1

Parents
C1

Teachers
C1

C1

Admin
C2

Alum
C2

Parents
C2

Teachers
C2

C2

16

9

10

8

43

11

4

12

17

44

13

6

10

7

36

11

4

12

15

42

150
25:
alignment
among the
involved
members

2

1

0

0

3

1

0

0

1

2

26: college
counselor
specific for
navigating
college
application
process
27: a
supplement to
the academic
requirements
for college

6

3

0

1

10

2

3

3

0

8

1

2

0

0

3

0

2

1

0

3

1

0

0

0

1

0

0

0

0

0

2

0

0

0

2

0

0

0

0

0

2

1

0

0

3

1

1

2

0

4

3

0

0

2

5

2

0

1

4

7

Alum
C1

Parents
C1

Teachers
C1

C1

Admin
C2

Alum
C2

Parents
C2

Teachers
C2

C2

0

0

0

1

1

0

0

2

3

28: allocating
resources and
partnership
s
29: made
aware of their
roles
30: provide
step-by step
guide
31: network
of
individuals
with specific
tasks

Codes,
Admin
subthemes,
C1
themes
32: ensures
1
young men go
through the
step needed for
college
33: fulfilling
a social
responsibility
ty

0

0

0

0

0

1

0

0

0

1

34:
studentcentered
35: work with a
team
36: it takes a
village to raise
a child

0

0

0

0

0

0

0

0

1

1

1

0

0

1

2

0

0

1

2

3

0

0

0

0

0

0

0

1

0

1
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37:
veterans help
out new
teachers

0

0

0

0

0

0

0

0

1

1

38: parents
reinforcing the
Academy's
mission

4

2

10

4

20

6

1

8

7

22

39: established
upon entry in
the
academy

0

0

0

0

0

1

0

0

0

1

40: parents
need to be
aligned with the
school

2

0

0

0

2

0

0

0

0

0

41: parents trust
the
academy

0

0

0

1

1

0

0

1

1

2

42:
promoting
parental
involvement

2

1

9

3

15

5

0

6

5

16

43:
communication
with parents
throughout the
year

0

0

2

0

2

1

0

2

1

4

44: making
involvement as
easy as
possible for
parents

1

0

3

2

6

4

0

1

3

8

Codes,
subthemes,

Admin
Alum Parents Teachers
C1
C1
C1
C1
C2

C1 Admin
Alum Parents Teachers
C2
C2
C2 themes

C2

45: 0
0
0
non English speaking parents

1

1

1

0

0

0

1 accommodate

46: having a 0
0
specified parent coordinator
47: meet them 0
0
where they are

0

0

0

1

0

0

0

1

0

0

0

0

0

0

1

1

48: parent
1
1
3
0
educated about college application and transition

5

1

0

3

0

4 are

49: parent
0
0
helping out other students

1

0

1

0

0

0

0

0

50: parents'
0
0
relationship s with other parents

0

1

1

0

0

0

0

0

152
51: use of
social media

0

0

0

0

0

0

2

2

52: school
1
0
0
is not enough
53: parent
0
0
0
provide extra comfort and support
54: 0
0
0
1
with colleges
55:
5
3
Subtheme 2
tools and
nonhuman
resources
56: building
0
3
and
maintaining
relationship s
to open
opportunities

0

1

0

1

0

1

2 alone

0

0

0

1

0

0

1

1

1

0

0

3

4 partnership s

Codes,
subthemes,
themes
57: effective
leadership

0

0

Admin
C1

Alum
C1

0

1

9

0

0

1

2

3

0

1

4

0

0

0

1

1

Teachers
C1

C1

Admin
C2

Alum
C2

Parents
C2

Teachers
C2

C2

Parents
C1

0

0

0

0

0

0

0

1

1

2

58: funding
1
professional 2
development
of staff

0
0

0
0

0
0

1
2

0
0

0
0

0
0

0
0

0 59:
0

60: using a
1
0
graduation tracker tool
61: Theme 3
31
Building
social
cohesion
through
school culture

0

0

1

0

0

0

0

0

62:
Subtheme 1
promoting a
sense of
belongingness
to a
community
of excellence
for young
men of color
63: 0
2
in and out of the
academy
64: after
0
graduation

5

24

35

32

122

31

39

19

32

121

7

8

10

30

7

12

9

6

34

6

3

11

1

6

5

0

12 brotherhood d

3

4

1

8

1

1

2

0

4

153
65: in the
academy
66: greeted
individually

0

4

2

2

8

0

5

3

0

8

1

0

0

0

1

0

0

0

0

0

67: House 2 0 0 3 5 1 1 0 2 4 system
68: shared goal
0
0
0
69: not only among 0
2
0

0
0

0
2

0
0

1
0

0
0

1
2

2
2

0

2

2

4

1

1

8

Teachers
C2

C2

students
70: rituals and
ceremonies
create an
expectation from
a group

0

Codes,
Admin
subthemes, themes
C1
71: creates a 0
foundation for identity
72: to establish
group identity

0
0

1

1

Alum
C1

Parents
C1

0
1

0
0

Teachers
C1
0
0

C1

Admin
C2

0

1

1

0

Alum
C2

Parents
C2
1

3

1
0

3
0

3

73: rituals and 2
1
1
1
5
ceremonies to celebrate milestones and success together

1

2

3

1

7

74: rituals and 0
0
0
ceremonies to pay homage to ancestors

1

0

0

0

1

75: safe haven

0

1

1

0

1

0

1

0

0

0

0

0

76: torch passed
0
0
0
0
1 down from seniors to younger academy brothers

0

1

0

0

77: 0
0
0
brothers cheer for seniors

0

0

0

0

0 younger

12

43

15

6

6

2

11

25 anecdotal

1

4

0

1

2

2

78:
Subtheme 2
normalizing g
attending
college as a
path for young
men of color

15

1

6

1

10

79: 6
2
3
4
stories of success
80: addressing 3
0
0
underrepresentation through exposure

81: Alumni day

1

0

0

0

1

12

0

13

0

5

0

0

18

48

5

0

0

154
82: mentorship

0

2

2

1

Codes,
Admin C1 Alum Parents C1 Teachers
subthemes,
C1
C1
themes
83: seniors
1
0
0
1
2
back to share
their
experiences
with younger
brothers
84: student
1
0
event
85: that they 0
0
have that success as well

5

C1

0

1

Admin
C2

Alum
C2

0

1

2

Parents C2 Teachers
C2

C2

1

1

0

4

6 come

0

1

2

0

0

0

0

0 ran

1

0

1

1

3

0

3

7 can

86: Town
1
0
0
Hall
87: clear
8
4
7
8
goal of attending college from start to finish
88: 2
0
0
0
2
aligned with college culture

0

1

1

0

0

1

2

27

10

7

3

8

0

0

0

0

0 ceremonies are

89: every
0
0
0
2
effort is intentional
90: learning 1
2
2
1
step-by step procedures of going to college

2

3

1

1

1

6

6

4

1

0

2

7 the

91: recently 1
added goals for career
92: spark
0
interest
through college
related
activities

2

1

0

0

0

1

0

0

1

28

2

4

2

8

1

4

2

4

11

93: visuals

0

0

0

0

0

0

0

0

1

1

94: writing
down goals
and sharing
with the whole
school

1

0

0

0

1

1

1

0

0

2

Codes,
Admin
subthemes,
C1
themes
95:
13
Subtheme 3
Promoting
student success
through a
culture of
excellence

Alum
C1

Parents
C1

Teachers
C1

C1

Admin
C2

Alum
C2

Parents
C2

Teachers
C2

C2

11

18

12

54

14

15

5

11

45

96: core values
3
3
2
1
9
9 and Invictus to help build young men's belief in themselves

2

3

2

2

155
97: belief that 1
there's no limit to life

2

0

0

3

1

0

0

0

1

98: core
1
values applied
in life

0

1

1

3

1

0

1

1

3

99: reciting the
Invictus daily

1

2

0

0

3

0

3

1

1

5

100: having 2
platform to excel

1

1

1

5

4

4

0

1

101: 2
0
houses
102:
Implementatio
n of power
score

1

1

4

2

0

0

1

3 competition of

1

0

0

0

103: pull each 0
0
1
0
up
104:
0
0
0
0
upholds mission on the pursuit of excellence
105: tough love

0

1

0

1

0

0

0

9 the

0

0

1

0

0

0

0

0 other

0

1

0

0

0

1

0

1

2

2

0

0

4

106: passion 0
be contagious

0

0

0

0

1

0

0

0

1 can

107: see the 4
of their efforts
108: a rites of 2
passage

0

0

2

6

0

0

0

1

1 fruits

0

0

0

2

0

0

0

0

0

Codes,
subthemes,

Admin
Alum Parents Teachers
C1
C1
C1
C1
C2

109: earn
rewards

1

0

0

1

2

0

0

0

1

1 their

110: well
roundedness

3

7

14

8

32

7

9

3

7

26

111: beyond 0
0
college readiness scores

4

0

4

3

2

0

2

7

112: from early
3 on in the
academy
program

0

0

2

0

2

1

1

0

1

113: mastery 0
skills

0

2

0

2

1

1

0

1

3 of

114: excel in 0
areas

0

1

0

1

0

0

0

0

0 other

115: exposure 0
diversity

0

1

0

1

0

1

0

0

1 to

116: meet
standards

2

0

1

3

0

1

0

0

1

0

C1 Admin
Alum Parents Teachers
C2
C2
C2 themes

C2

156
117: not just 2
5
6
7
20
academically y but also as a member of the community

3

5

3

5

16

118:
0
4
character development

5

3

12

1

4

3

1

9

119:
0
confidence
120: 0
0
121:
0
resilience
122:
0
cyclical level of success

2

2

2

6

0

1

0

1

2

3
1

0
0

3
1

0
2

1
0

0
1

0
0

1 responsibility ty
0
1

0

0

0

0

0

1

0

2

Note. C1 = Case 1; C2 = Case 2; Admin = Administrators; Alum = Alumni.
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